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ABSTRACT
Many successful Fortune 500 corporations have hired executive and
transformational coaches to help their employees maximize their potential. This coaching
framework has helped business executives explore the obstacles that are preventing their
institutional growth. In many cases, workplace culture has become more positive,
employee mental health has improved, retention has increased, and collaboration and
stakeholder partnerships have flourished. This qualitative study’s intent was to explore
the implementation of a coaching framework inspired by executive and transformational
coaching in public elementary schools. Novice principals of three North Dakota
elementary schools were selected as participants for this study. These principals had a
series of one-on-one and group coaching sessions with a trained and qualified executive
and transformational coach over the course of eight weeks. Coaching sessions focused on
vision crafting, mindset, personality traits, “being,” stress, resilience, and trust. This study
found that the elementary principals that participated in the transformational/executive
coaching framework perceived themselves to be more self-aware of their use of
empowered and disempowered language, how their core values affected their actions,
thoughts, & decisions, and how their commitments are directly tied to trust.

Keywords: executive coaching, being, mindset, perceptions, growth, vision, culture
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CHAPTER I
INTRODUCTION
Many K-12 public schools participate in either building level or district-wide
instructional coaching programs. These instructional coaches help implement mandated
curriculum, develop lessons, provide feedback on methodology and management, and
sometimes evaluate faculty progress based on their district-wide evaluation system
(Killion and Harrison, 2017, p. 8). Many businesses and corporations, on the other hand,
practice a different type of coaching practice known as executive or transformational
coaching.
Executive and transformative coaches “Build their practices around specific
topics and populations such as coaching on executive presence, team building, group
coaching, coaching for emotional intelligence, coaching across cultures, coaching for
performance, sales coaching, and coaching aimed at particular industries and professions”
(Ciporen, 2015, p. 10). The unique factor of this coaching style is that the coach tailors
the goals of coaching conversations to meet the needs of the individual while keeping the
company’s and client’s vision in sight.
One commonality amongst several successful Fortune 500 businesses is they all
hired executive coaching firms to work with their leadership teams to maximize their
potential. The Rockefeller Group is an American private real estate company that has an
annual revenue of $500 billion. DENSO Corporation manufactures automotive parts and
1

has an annual revenue of $10.1 billion. Shape Corporation is a full-service industrial
component supplier with an annual revenue of $800 million (Novus Global, 2021).
They’ve all attributed their successes to the partnership of an executive coaching firm.
If this coaching framework has helped elevate corporations, could components of
the executive and transformational coaching framework be implemented in elementary
schools to help empower principals to reach their school’s vision? A goal of executive
and transformational coaching is to not only create individual change, but to also make
organizational change. Kegan and Lahey (2016) developed the concept “Better Me +
Better You= Better Us” (p. 20). They further explained, “Better Us is the payoff for a
company, the community, and ultimately the world, built around both Better Me and
Better You; it’s the outcome for everyone in the company to be more fulfilled and better
off in a deeper sense” (p. 21). Allowing principals to focus on their gaps and deliberately
being coached towards a vision might ultimately influence the culture of the institution.
This chapter will discuss and define the anatomy of coaching, the significance and
purpose of this study, research questions, definition of terms, and the study’s
organization.
Need for the Study
Instructional coaches can be beneficial to schools, but with administrators and
teachers experiencing burnout at an accelerated rate, perhaps schools should investigate
other coaching methodologies. In her book Onward: Cultivating Emotional Resilience in
2

Educators, Elena Aguilar (2018) noted, “In the majority of schools, what's needed isn't
more professional development on deconstructing standards or academic discourse or
using data to drive instruction. What's needed is time, space, and attention to managing
stress and cultivating resilience” (p. 132). In addition to instructional coaches, schools
might consider coaches who have been trained in the executive and transformational
framework to assist administrators and teachers with stress, resilience, vision-crafting,
empowerment, grit, and intrapersonal reflection. Sliskovic, Buric, and Izabela (2018)
stated in “The Relations Between Principal Support and Work Engagement and
Burnout,”
A principal’s behaviour in interaction with teachers has a crucial role in ensuring
environmental resources and autonomy for teachers, but also in creating the
emotional tone of a school climate. According to Self-Determination Theory,
supporting teachers’ feelings of competence, autonomy and relatedness facilitate
their intrinsic motivation. (p. 204)
Because principals bear the torch of school culture and climate, helping them identify
their core values, mindset, being, and vision could have a positive trickledown effect on
their school staff.
Michael Bungay Stanier (2016), author of The Coaching Habit: Say Less, Ask
More, and Change the way You Lead Forever, argued that “You can easily break out of
the three vicious circles that plague our workplaces: creating overdependence, getting
3

overwhelmed, and becoming disconnected” (p. 9). Overdependence, the feeling of being
overwhelmed, and the lack of connections are three reasons that lead to teacher burn-out.
As Mehmet Akin (2019) explained, “Maslach and Jackson defined the term burnout… as
the state resulting in a decrease in the sense of personal accomplishment along with an
increase in individuals’ emotional exhaustion and depersonalization” (p. 49).
Burnout also refers to the period of time before the teacher’s resignation. Burnout
gradually increases a sense of resentment and can finally culminate in the decision to
leave the profession. “Depersonalization arises from a decrease in emotional resources of
the individual, and refers to the individual’s negative and cynic attitudes, unfavourable
feelings and behaviours against his/her co-workers” (Akin, 2019, p. 55). Administrators
and teachers begin to experience moral fatigue. Because of the stresses of working in
schools, staff are faced with decisions that require a type of thinking that was not required
before. With proper coaching, administrators can change the culture of their school and
assist teachers in creating spaces that decrease these vicious circles that lead to
depersonalization.
In many K-12 public schools, faculty mental health is not supported, and this is
causing the attrition rate to steadily increase. Due to burnout, schools are losing quality
teachers to fields that are either less stressful or that offer more support (Akin, 2019).
Faculty are willing to quit their jobs to become real estate agents, Target cashiers, inhome tutors, and servers because there are few supports in place to help overcome
4

personal triggers, stress, anxiety, and toxic relationships with school co-workers.
Principals need to be proactive and recognize when their teachers are becoming
overwhelmed in order to offer assistance and coaching strategies to support them.
“Phenomenological research focuses on the need to understand how humans view
themselves and the world around them” (Robson & McCartan, 2016, p. 165). This study
best situates itself in a qualitative phenomenological study because it focuses on the lived
experiences of principals as a phenomenon (transformational coaching) is introduced in
their administrative routines. The researcher then interprets the principals’ experiences
through observations, transcriptions, coding, and interviews. “It [Hermeneutics] has also
been extended to include seeking understanding of any human action, with an emphasis
on the importance of language in achieving that understanding, and on the context in
which occurs” (Robson & McCartan, 2016, p. 165). Transformational coaching focuses
on language and how it shapes thinking and action. By utilizing Hermeneutic
Phenomenology as the lens in which this study is conducted, the experiences of each
principal and their natural reactions to executive and transformational coaching and their
perceptions of their experiences will be analyzed.
Research Questions
Robert Kegan And Lisa Laskow Lahey (2016) described in their book An
Everyone Culture:

5

In schools…most people are spending time and energy covering up their
weaknesses, managing other people’s impressions of them, showing themselves
to their best advantage, hiding their inadequacies, hiding their uncertainties,
hiding their limitations. Hiding. We regard this as the single biggest loss of
resources that organizations suffer every day. (p. 1)
Through questioning strategies, radical candor, feedback, and crucial conversations, the
researcher wondered if an executive and transformational coach can help school
administrators explore their intrapersonal reflections, perceptions, mindset, triggers,
performance, use of language, and their vision.
The primary questions for this study were:
1. How do elementary principals experience their awareness of mindset after
participating in a coaching process that is inspired by the executive coaching
framework?
2. How do elementary principals perceive their “being” after participating in a
coaching process that is inspired by the executive coaching framework?
How do elementary principals experience the connection between the coaching
process that is inspired by the executive coaching framework and their commitment to
the profession?

6

Purpose of the Study
Perceived negative student behavior, work overload, low salaries, school climate,
large class sizes, complex and diverse learning needs, and inadequate resources
contribute to high levels of staff absenteeism, faculty turnover, and early retirement.
Positive psychologist Shawn Achor (2010) said, “It’s not necessarily reality that
shapes us, but the lens through which your brain views the world shapes your reality.
And if we can change the lens, not only can we change your happiness, we can change
every single educational outcome at the same time” (p. 12). If principals are supported
through the efforts of a transformational coach, their mindset can be shifted from fixed to
growth when challenged with feelings of burnout. They may then be able to use some of
those same supports that they experienced from the transformational coaching framework
to engage their staff members if they are faced with the same challenges.
This leads to the ontological question: Can viewing reality through an
investigatory lens shift the mindset of teachers? An investigatory lens is defined as
viewing situations through curiosity and vulnerability. Christopher North (2021),
executive coach at Novus Global, said, “Be willing to be at least 1% inaccurate in what
you currently believe.” The purpose of this qualitative study was to explore the
perceptions of novice elementary principals as they participated in a one-on-one and
group coaching sessions inspired by the executive coaching framework. Psychologists
recognize the power of positivity in the workplace. Executive and transformational
7

coaching is one avenue through which administration can elevate a positive culture. This
in turn can influence a person’s mental health (Peltier, 2010).
The executive and transformational coaching framework encourages clients to
investigate and reflect upon their “ways of being” (emotional intelligence, resilience, and
disposition) and the connection their behaviors (skills) and beliefs (mental models,
knowledge, and experiences), and how those ways of being, behaviors, and beliefs
manifest based on their interactions with the world (Aguilar, 2021). This study is situated
in a holistic conceptual framework utilized in transformational coaching known as “The
Three B’s” (Aguilar, 2013). The framework is shown below in Figure 1.
Figure 1
The Three B’s

Executive and transformational coaching focuses on a person’s relationship with
the world and how it manifests in their behaviors, shapes their beliefs, and how it shows
up in their “being.” Coaching may help principals see how their beliefs, behaviors, and
8

“beings” have a direct connection with their mindset when it comes to student behavior,
work overload, school climate, resources, and student behaviors, and other factors that
cause stress in the workplace. The three B’s give direction to each of the coaching
sessions and explore how the “being” is reliant on beliefs and that behavior is a
representation of beliefs and “being.” Using this framework as the foundation of
coaching, transformational and executive coaches can help their clients think in a
different way and connect to different thoughts (Gerber, 2020).
Qualitative phenomenology, constructivism, and Deci and Ryan’s SelfDetermination Theory all work together to situate this study. Phenomenology explores
the worldly perception of people, constructivism states that people create their reality
based on their lived experience, and Self-Determination Theory explores how both
intrinsic and extrinsic motivation manifests in their perceived realities. This study focuses
on three principals’ understanding of their current realities, their motivations, and their
perceptions of transformational coaching.

9

Definition of Terms
This study uses the following terms throughout, and the following definitions are
provided to support the findings of the study.
Values: The core beliefs and behaviors that we have claimed as important to us (Scott,
2004, p. 53).
Executive Coaching: Psychological skills and methods employed in a one-on-one
relationship to help someone become a more effective manager or leader, specifically in
organizational and systems change, skill development, and problem-resolutions (Peltier,
2010, p. xxiv). Executive coaching involves the teaching of skills in the context of a
personal relationship with the learner and providing feedback on the executive’s
interpersonal relationships and skills (Sperry, 1993). An ongoing series of activities
tailored to the individual’s current issues or relevant problems is designed by the coach to
assist the executive in maintaining a consistent, confident focus as he or she tunes
strengths and manages shortcomings (Tobias, 1996).
Transformative Coaching: A process that moves people beyond improved performance
(single-loop learning), to developing new ways of thinking (double-loop learning), and
ultimately to changing their way of being (triple-loop learning) (Hargrove, 1995, p.85).
Coaching Conversations: Engaging individuals and teams in conversations which
increase clarity, improve understanding, and provide the impetus for change, resulting in
10

professional development, the advancement if projects, and accelerated results (Scott,
2004, p. xx).
“Being”: Who we are, how we show up, and how we are experienced. A blend of values,
attitudes, dispositions, will, and sense of identity (Aguilar, 2021, p. xxiii).
Feedback: Any information that you get about yourself (Stone & Heen, 2014, p. 4).
Core Values: Fundamental pillars that form our ways of being, our beliefs, and our
behaviors (Aguilar, 2021, p. 3)

11

Organization of the Dissertation
This dissertation is organized into five chapters. Chapter I (Introduction) states the
problem that the dissertation analyzes, provides the rational for conducting the study, the
purpose of the study, the research questions, and definitions of key terms. Chapter II
(Literature Review) examines current publish research on the following topics: coaching
frameworks, executive coaching, questioning in coaching, intrapersonal reflections,
reality illusions, triggers, feedback and crucial conversations, laws of performance, vision
crafting, exploration of systems, and mindset. Chapter III (Methodology) describes the
design of the study and the methods employed. Chapter IV (Findings and Discussion)
presents the findings and discussion of the study. Chapter V (Conclusions and
Recommendations) present the conclusions drawn and recommendations for further study

12

CHAPTER II
LITERATURE REVIEW
The following chapter focuses on the current literature about the work of
executive and transformational coaches. The research explored the differences between
coaching frameworks and the impact of transformational coaching on culture, core
values, mindset, reflection, reality, triggers, feedback, performance, and vision crafting.
The goal of this literature review was to provide a comprehensive overview of extant
research about the anatomy of executive and transformational coaching.
There are many types of coaching frameworks available to individuals and
organizations. Instructional coaches focus on the implementation of classroom strategies
for individual teachers. Content-focused coaches concentrate on planning, teaching, and
reflecting, and this type of coaching often occurs in common content-area teacher
cohorts. Collegial coaching focuses on dialogue to encourage clients to analyze their
work. Evocative coaches employ strategies to find the purpose of life. Ontological
coaches focus on their client’s awareness of their body language, beliefs, and actions,
helping them address their blind spots. Transformative coaches help their clients
investigate their ways of “being” and develop new ways of thinking (Killion & Harrison,
2017). Each of these coaching frameworks differ in their purposes, goals, and
implementation, but they all have the primary objective to “promote growth and achieve
potential” (Killion & Harrison, 2017, p.7).
13

There are many aspects of the instructional framework that can create resistance
between the coach and the client. Aguilar (2013) stated, “Because coaching has been
linked to enforcement of a program or disciplinary measures, and as such has
disempowered educators” (p. 19). To help remedy the relationship between educator and
coach, there needs to be transparency and clarity around the goals of coaching. Aguilar
helped define coaching by describing what coaching is not. She said that schools should
not use coaching to enforce a policy or program and that coaches should avoid occupying
the roles of evaluators, enforcers, and/or reporters. Administrators should not use coaches
to place ineffective educators on growth plans. An educator should be invested in their
growth and volunteer to become coached. They should not be forced into a coaching
relationship. Lasty, there is a difference between transformation and executive coaching
and consulting. Coaches act as a facilitator to their client’s learning so they can build
their own capacity (Aguilar, 2013, p. 19). Consultants provide tips, tricks, and
suggestions to their clients in hopes to improve performance.
To further explain the difference between coaching and other consulting
professionals, Bruce Peliter (2010), author of The Psychology of Executive Coaching:
Theory and Application differentiated between therapy and coaching in Figure 2 below
(p. xxxix).
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Figure 2
Therapy vs Coaching
Therapy

Coaching

Focus on the past
Passive orientation (listening)
Pathology or remediation orientation
Therapist competency in mental health
Problem is intrapsychic

Present and future focus
Action orientation
Growth or skill development orientation
Coach competency in facilitation
Problem is found in person-environment
mix
Meeting of variable length
Meet in client’s workplace or neutral site
Flexible boundaries, including social
settings
Organization usually chooses coach
Sponsoring organization typically pays
coach
Confidentiality is complex, less absolute

50-minute sessions are typical
Work in therapist’s office
Rigid Boundaries
Client chooses therapist
Client pays therapists (sometimes through
healthcare plan)
Confidentiality is clear, nearly absolute,
legal

Executive and Transformational Coaching
The roots of structured coaching frameworks can be traced back to 399 BCE.
Many say that participating in Socratic discussions often resulted in self-discovery. This
could be translated into many of the coaching frameworks seen today (Ciporen, 2015, p.
15). Hargrove (2003) said,
A masterful coach is a leader who by nature is a vision builder and a value shaper,
not just a technician who manages people to reach their goals and plans through
tips and techniques. To be able to do this requires that the coach discover his or
15

her own humanness and humanity, while being a clearing for others to do the
same. (p. 18)
Hargrove defined transformational and executive coaching as an evolutionary process for
both the coach and the client that rarely involves directives. Clients often devise their
own plans and reach their own conclusions through questions and explorations.
Bruce Peltier (2010) stated, “Executive…coaching are ideal ways to bring the
positive potential of psychology into the workplace” (p. xxviii). Its core purpose is to
equip people with the opportunities, tools, and knowledge they require to develop
themselves and close the gap between their vision and reality (Peltier, 2010, p. xxx). For
Peltier (2010), one way that an executive coach can help their client is to help them
resolve specific problems:
Frequently, a powerful and successful person possesses one or two sets of
dysfunctional behaviors that cause repetitive difficulties. He or she may have an
annoying or abrasive habit or a gap in self-esteem or self-confidence that didn’t
show before. Perhaps the increased responsibility is a heavy burden, and the
person lacks stress-management skills, resulting in negative work interactions or
missed deadlines. Perhaps the person finds it difficult to trust. In this situation, the
coach is called on for specific remedial help. When done well, this kind of help
can save a career and a lot of corporate expense. It can also eliminate considerable
human friction and misery. (p. xxxiv)
16

Executive and transformational coaching encompasses not just the skill it requires to
perform in an organization, but the genesis of the performance or lack of performance,
even if it involves a clash of values, self-esteem, stress-management, or poorly developed
habits.
Chief Executive Officers like Tony Verplank of Pliant Plastics, Mark White of
Shape Corporation, and Daniel Moore of the Rockefeller Group have found success in
their companies and have given credit of their success to participating in executive
coaching frameworks. After working with an executive coach, Mr. Verplank said, “Our
team has grown as a result and we’re achieving outcomes I wouldn’t have considered
possible in such a short time span. The work has been exceedingly transformative,
exciting, and challenging at the same time” (Novus Global, 2021).
Executive coach, speaker, and author, Jason Jaggard (2019), has worked with
Fortune 500 companies, professional athletes, world renowned artists, and
multimillionaire business leaders. He said that within an organization, most
administrators could categorize their employees into one of three categories: Low
Performers, Performers, or High Performers. He said that employees in each of these
categories ask themselves different questions:
•

Low Performers: “What’s the least amount of work I can do and not get fired?”
They don’t usually say this out loud, but it guides their behavior.
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•

Performers: “How can I do a good job?” These people don’t want to be horrible,
but they don’t want to be great either.

•

High Performers: “How can I be the best?” Attracting and retaining high
performers is a mistake and doing so creates a predictable set of problems.

Jaggard (2019) went on to explain the pitfalls with having a high performer within your
organization. He said they often behave begrudgingly towards coworkers who do not
perform as well as they do, they become easily envious of those who surpass them, they
challenge feedback that they receive because it jeopardizes their identity as a highperformer, and they are often bored and overwhelmed at the same time. He noted, “The
other problem is high-performance is attainable. You can be the best. In your department.
At your company. In the world. And simply knowing that fact tends to keep people from
attaining it” (Jaggard, 2019, p. 2). The greatest threat to future success is current success.
An executive coach can help guide a client to a fourth level of performance that Jaggard
called a “Meta-performer” (p.2).
•

Meta-Performer: “What am I capable of accomplishing?” This question has
infinite answers because human potential has fewer limits than human
competition.

Helping clients realize their unlimited potential through frequent coaching conversations
will help them grow personally and professionally, but it will also help the organization
continue to reach their goals and aspirations.

18

Relating these categories to schools as an organization, there are teachers who are
competitive, bored, overwhelmed, jealous of other high-performing teachers, and who
resent coworkers that they perceive as lower performers. They consider themselves high
performers and have the desire to be the best. Using the executive and transformational
coaching framework as inspiration, coaches can guide school employees to examine their
mindset and “being.” Instead of asking, “How can I be the best in the school,” they can
challenge school faculty to ask themselves, “How can I be the best for the school.”
Questioning Practices in Executive Coaching
Transformational and executive coaching aims to assist clients in closing the gap
between their vision and reality. This requires a change in a client’s behavior. If they
consistently exhibit the same behavior, no change will occur. Stanier (2016) said that
before deciphering what to change, clients need to explore how to change. A coach can
help a client discover this by stopping the urge to tell them what to do and ask more
questions.
Stanier identified a questioning framework that a coach can use to encourage
empowering coaching conversations. These questions should be asked in sequence.
Stanier called his first question the “Kickstarter Question.” Many coaches struggle with
starting a coaching conversation because they don’t want the conversation to be seen as
superficial or not useful, so setting the tone is crucial. Stanier (2016) said, “Cut the intro
and ask the question” (p. 50). “Cut the preliminary flim-flam. You don’t need a runway
19

to pick up speed- you can just take off” (Stanier, 2016, p. 52). A common coaching
mistake occurs when the coach tries to frame or explain the conversation and takes too
long to get to the initial questions. Ask the first question right away and most
importantly, “Shut up and listen to the answer” (Stanier, 2016, p. 51). One of the most
successful “Kickstarter Questions” is simply, “What’s on your mind?” (Stanier, 2016, p.
54).
The second crucial question to enhance a coaching conversation is “The AWE
Question” (Stanier, 2016). After a coach initiates the conversation with “What’s on your
mind?” they follow up with AWE- “And what else?” Stanier (2016) said,
With seemingly no effort, it creates more- wisdom, more insights, more selfawareness, more possibilities. There are three reasons it has the impact that it
does: more options can lead to better decisions; you rein yourself in; and you buy
yourself time. (p. 58)
Some clients do not immediately divulge why they feel they are not moving closer to
their vision. Asking “THE AWE Question” helps uncover what is truly on the client’s
mind.
Stanier (2016) noted that coaches fall into the trap of offering advice through a
question, such as “Have you thought about…,” “What about…?,” or “Have you
considered?” By immediately giving this kind of advice, a coach could be helping a client
work through an issue that is not the most critical because the coach did not hold space
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for the client to truly uncover what they want to discuss (Stanier, 2016). In other words, a
coach could be offering advice to a problem that does not require a solution.
The third question in the questioning framework is called “The Focus Question.”
By asking “What’s on your mind?” and “And what else?”, the client can articulate what
they believe is preventing them from reaching their goals. An example of a focus
question is “What’s the real challenge here for you?” This helps the client to analyze all
the issues they have identified that was on their mind and refine them to what they
believe is most important. Stanier (2016) believed “The Focus Question” was crucial in
the framework because “This question will help slow down the rush to action, so you
spend time solving the real problem, not just the first problem” (p. 84).
Question number four in the questioning framework is “The Foundation
Question.” An example of this type of question is, “What do you want?” Stanier (2016)
said that this question is often very difficult to answer for many clients because clients
often do not know what they really want, or if they know what they want, they do not
know how to clearly articulate their wants. Clients may not initially respond to questions,
so coaches need to explore their comfort with silence. Instead of immediately asking
another question or rephrasing a question, a coach should stay open and keep quiet.
During this time, the client’s brain is scanning the environment to ensure its safety
(Stanier, 2017).
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“The Foundation Question” helps the client distinguish between their wants and
needs. Stanier (2016) argued, “Wants are the surface requests the tactical outcomes we’d
like from a situation. Needs go deeper, and identifying them helps you pull back the
curtain to understand the more human driver who might be behind the want” (p. 115).
Stanier (2016) offered examples of exploring the needs behind the wants:
When someone says, “I want you to talk to the VP for me,” he might really be
needing protection (I’m too junior). When someone tells you, “I want to leave
early today,” she might really be asking for understanding (it’s difficult at home).
When someone says, “I want you to do a new version of the report,” the base need
might be freedom (I don’t want to do it). (116)
The analysis of the “wants” to help uncover the “needs” will aid the client to discover the
root of their dilemma and the obstacles that are blocking their goals.
After the coach helps their client understand their needs, Stanier (2016) argued
the next question a coach should ask is called “The Lazy Question.” This is when the
coach asks, “How can I help?” The word “lazy” may have a negative connotation, but
Stanier (2016) noted that through this question, “you discover the questions that will
make you more useful to those you manage, while working less hard, and you decide that
being lazy is a good thing after all” (p. 134). “The Lazy Question” is powerful in two
ways: First, the client is forced to make a request that is both direct and clear. Second, it
requires to coach to pause. Coaches sometimes have the desire to jump in immediately
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with advice because they believe they know how best to help. Implementing this question
works as a self-management tool for the coach to keep them curious and “lazy.”
When the coach has asked “How can I help?” they have to be prepared to accept
or reject the request of the client. They must therefore ask themselves “‘The Strategic
Question’: If I’m saying yes to this, what am I saying no to?” (Stanier, 2016, p. 164).
There are situations when people accept a request knowing they are going to keep that
commitment. They say yes to feel cooperative. Asking “The Strategic Question” before
agreeing helps the coach stay clear and committed to the request. According to Stanier
(2016),
A Yes is nothing without the No that gives it boundaries and form. And in fact,
you’re uncovering two types of No answers here- the No of omission and the No
of commission. The first type of No applies to the options that are automatically
eliminated by your saying Yes. If you say yes to this meeting, you’re saying No to
something else that’s happening at the same time as the meeting. Understanding
this kind of No helps you understand the implications of the decision. The second
type of No you’re uncovering is what you now need to say to make the Yes
happen. This second type of No puts the spotlight on how to create the space and
focus, energy, and resources that you’ll need to truly do that Yes. (p. 164)
Trust is crucial between a client and a coach. One way to establish and keep that trust is
by keeping commitments. A coach should only say “Yes” if they intend to keep the
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integrity that surrounds that commitment. Saying “Yes” and then later breaking that
commitment without renegotiating can deteriorate the trust between a coach and a client.
A good practice for coaches is approach saying “Yes” more slowly, which allows
coaches to stay curious before committing (Stanier, 2016).
The last type of question in Stanier’s (2016) questioning framework is called “The
Learning Question.” Chris Argyris popularized the term “double-loop learning.” The
initial look in the learning process is trying to fix a problem. The second loop is reflecting
in the process (Fulmer & Keys, 1998). This is where connections are created and people
find the most insight. Coaches can help their clients steep in this learning moment by
asking the question, “What was most useful for you?” (Stanier, 2016, p. 184).
Asking this question does a few things. Adding “for you” to the end of the
question makes it personal. This shifts the idea of the coach telling the client their next
steps to the client telling the coach what they perceive to be most useful. “The Learning
Question” also provides the coach with feedback. It can provide guidance for the next
coaching conversation, and it can also offer reassurance that the coach is asking the right
questions. Even if coaching conversations do not feel productive to the client, asking
them this question forces them to find the value and usefulness of the conversation. If the
client walks away with one revelation, or a single plan of action, or learning something
new about themselves, the conversation was useful (Stanier, 2016).
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Culture
Jimmy Casas (2017) discussed the importance of culture in school in his book,
Culturize: Every Student. Every Day. Whatever it Takes. He noted that one way to build
culture to is to take the time to fill your own bucket. He concluded, “I have learned that I
need to invest in myself as well. By doing so, I have seen the impact I can have on others
is greater when I am in a better place” (p. 168). To create a school culture that is both
respectful and safe, principals should invest in themselves to explore their values,
mindset, triggers, biases, perceptions, and visions. This will give them the opportunity to
bridge their gaps and reinforce their strengths.
To prevent anxiety, stress, a sense of being overwhelmed, and ultimately burnout,
schools need to have a culture of transparency and trustworthiness. School staff should
feel empowered to make their weaknesses public so their coworkers can support them
more efficiently. Culture should work as both the fuel and the engine of growth (Kegan &
Lahey, 2016). By working with a coach, principals can analyze their school’s culture,
identify its gaps, craft a vision of what culture would look without gaps, and make
commitments to see that vision to fruition.
Principals at schools are the metaphorical “parents” of their institutions. They create and
sustain the school climate. They manage the daily operations. They establish
consequences and offer rewards. For a school to be successful, these “parents” have to
make purposeful decisions to ensure they are working on the element of “home” (Kegan
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& Lahey, 2016). This often means starting with focused self-exploration. If they do not
“know” themselves, how can they help others grow? In Captive: The Science of
Succeeding with People, Vanessa Van Edwards (2018) noted that a great leader has a
perfect balance of two qualities: warmth and competence. She described warmth as
someone who is approachable, relatable, friendly invested in growth, and values the
power of mentorship. She described competence as someone who is smart, capable, and
knows the logistics and requirements of the job.
Beliefs and Core Values
Beliefs are the motivation of actions, and often beliefs can create boundaries.
Aguilar (2013) observed, “An essential component of coaching is supporting others to
become conscious of their belief systems. Understanding our own belief systems—how
they were formed, how we can change them—makes us much more skilled at helping
others to do this work” (p. 35). Actions are a direct result of beliefs. Chris Argyris’s
(1982) Ladder of Inference (Figure 3) shows how observable data becomes beliefs and
then manifests into action.
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Figure 3
Ladder of Inference

The first rung of the ladder is “Observable Data,” which is objective information that has
been gathered. For example, while on a subway, Jack sees someone in a red jacket,
advertisements for a Broadway play, and a rat under the seat. He hears someone ordering
pizza on their phone, a person chatting with their friends about a book, and the brakes
screeching as the train pulls up to Jamaica Street. That is all observable data. The second
rung is “Selected Data.” Based on prior experiences, Jack chooses to pay attention more
closely to some of the “Observable Data” than to others. Because he skipped lunch, he
listens more intently to the person ordering pizza than the people chatting with their
friends about the book. He has a fear of rats, so he keeps an eye on the rat the whole
duration of the ride. The third rung of the ladder is “Added Meaning.” Based on Jack’s
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occupation as a personal trainer, he believes in eating clean, healthy foods. He begins to
add meaning to the observed pizza order. The fourth rung is “Made Assumptions.” Jack
assumes that the man ordering pizza does not live a healthy lifestyle because pizza is high
in calories, carbohydrates, and fats. The fifth rung is “Draw Conclusions.” Jack concludes
that the man ordering pizza does not care about his health. The last rung on the ladder is,
“Actions.” When Jack exits the subway, he hands the man ordering pizza his business
card and invited him to join his gym. Because the acceleration from observable data to
actions has occurred several times throughout Jack’s life, he now has prescribed to the
generalization that people who eat unhealthily are not invested in their health.
An executive coach can invite their clients to think about their thinking and
understand possible biases behind the development of their assumptions and beliefs.
Aguilar (2013) said, “Coaches help people delineate the cognitive steps that led them to a
belief system…Unless we explore the underlying belief system that drive actions, we
may not see the kind of transformational change we need in our schools” (p. 38). When
people recognize that their beliefs contradict their core values, they are more likely to be
motivated to change their behavior.
Core values are “Fundamental pillars that form our ways of being, our beliefs, and
our behaviors” (Aguilar, 2021, p. 3) Core values include a range of beliefs that are
intertwined in everything that people do and believe, from the partner they choose to the
life routines they have created, the friendship circle they have built, their learning styles,
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and even their parenting expectations. One activity a coach can practice with their client
to identify core values is to first explore their triggers.
Opposite a trigger (things that get under your skin), often lies a core value. There
is usually a strong connection between the two (Aguilar, 2021). For example, Marcia
works for a supervisor who micromanages her. Her supervisor stops by her office several
times throughout the day, triple checks her work projects, and repeatedly asks for updates
via e-mail. This bothers Marcia. Working for her supervisor frustrates her because one of
Marcia’s core values is autonomy. When Marcia analyzes this core value, she realizes
how often the value of autonomy manifests in her life. She likes completing tasks alone
rather than in groups. When she goes on vacations with friends, she does not want to have
a detailed itinerary. When working on projects for work, she would rather have general
guidelines than prescriptive instructions. When she is in a relationship, she likes to have
separate social outings with her partner and her friends.
Aguilar (2021) listed several examples of core values to help her clients engage in
a core value exploration activity. Some core values to consider include commitment,
affection, authenticity, belonging, beauty, empathy, honesty, family, flexibility,
productivity, integrity, passion, creativity, service, spirituality, initiative, focus, growth,
respect, unity, fame, communication, romance, and results (pgs. 2-3). By helping school
leaders analyze and identify their core values, they can explore the connections between
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those values and their beliefs, behaviors, ways of being, and the effect they have on
school culture (Aguilar, 2021).
Mindset
Shawn Achor (2010), expert in the field of positive psychology, stated that
changing your lens reshapes your reality. This idea directly connects with Dr. Carol
Dweck’s (2016) research on mind-set. She discussed how the views people adopt for
themselves affect the way people live their lives. Some avoid challenges while others
embrace them. Some ignore criticism while others learn from it. Some are jealous of the
success of others while others gain inspiration from them (Dweck, 2016, p. 6). Dweck
(2016) studied two types of mindsets: fixed and growth. She said,
Believing that your qualities are carved in stone—the fixed mindset—creates an
urgency to prove yourself over and over. There’s another mindset in which these
traits are not simply a hand you’re dealt and have to live with. In this mindset, the
hand you’re dealt is just the starting point for development. This growth mindset
is based on the belief that your basic qualities are things you can cultivate through
your efforts (pp. 6-7).
Achor (2010) expanded on the theory of growth mindset. He stated,
The belief that we are just our genes is one of the most pernicious myths in
modern culture- the insidious notion that people come into the world with a fixed
set of abilities and that they, and their brain, cannot change. We do not know the
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limits of human potential. We still don’t know the limits of our brain’s enormous
potential to grow and adapt to changing structures (pp. 30-31).
Elena Aguilar (2013) tied beliefs and mindset directly to coaching. She said that during
coaching conversations, coaches should invite their clients to tell stories based on
questions or statements rooted in change posed by the coach. Some of these
questions/statements could include:
•

“Tell me about a positive change you’ve made in your life as an adult?”

•

“How does it feel to have accomplished this change?”

•

“Tell me about a new skill you learned as an adult.”

•

“What was the process like for you?”

•

“What did you learn about yourself as a learner?” (Aguilar, 2013, pp. 104-105)

Aguilar (2013) said that inquiring about change through personal narratives allows
coaching to reveal core beliefs that clients may view through a lens of a fixed mindset.
As coaches work with their clients through one-on-one coaching conversations, the coach
can help their clients examine their mindset and beliefs and consider if their mindset and
beliefs align with their “being,” perhaps shifting their mindset from fixed to growth
(Aguilar, 2013).
One way a coach can help their client evolve from a fixed to a growth mindset is
by helping them challenge the status quo and by practice questioning strategies with their
clients to help them identify blind spots, behaviors, and relationships that prompt a shift
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in interpretations and assumptions. Killion and Harrison (2017) said, “Catalysts for
change regularly test basic assumptions and experiment with new ways of thinking that,
in turn, lead to new ways of doing things” (p. 115). They continued, “They view
problems not as failures, but rather as opportunities for learning and growing” (Killion
and Harrison, 2017, p. 115). Through metacognitive practices, clients can become more
aware of their own thinking and provide space for personal growth.
Intrapersonal Reflection
At the core of executive and transformational coaching is individualization.
According to Campone (2015), “Executive coaching is a personalized, action-learning
process directed at building knowledge, capabilities, focus and commitment” (p. 59).
Since executive coaching is individualized and personal, knowing “who you are,” “where
you are,” “what you do,” and “how you do it” are all crucial elements to the client’s
transformation.
Elena Aguilar (2018) helps break down those four (who, where, what and how)
into their components (p. 8-9). Each of these four subcategories that constitute an
individual intersect with the others, depend on one another, and influence one another.
Your “where” can have a profound effect on your “who.” For example, someone who
lives in a rural town might place a higher emphasis on community than someone who
lives in the inner-city. Because they view a sense of community as a priority, they may
have frequent interactions and gatherings with their neighbors. In turn, they may hold the
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belief that people who don’t speak to their neighbors are rude. Their location impacts
their values, their values impact their beliefs, their beliefs impact their actions, and their
actions impact their “being.” With all of these elements intertwined, suddenly “THEIR
truth” becomes “THE truth.” Figure 4 below shows Aguilar’s breakdown of these four
elements of a client’s transformation.
Figure 4
Transformation of a Client

Elements of a Client’s
Transformation
“Who you are…”

“Where you are…”

Components
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Genetics
Personality Traits
Values Adopted
Beliefs Held
Learning Styles
Strengths
Aptitudes
Gender
Race
Ethnicity
Age
Sexual Orientation
Socioeconomic Status
Physiological Components of Emotions
Past Circumstances
Current Circumstances
How You Participate in Culture
How you participate in in Sociopolitical
Environments
The Stage of Life you are in
Where you are at in your Career
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“What you do…”

“How you are…”

•
•
•
•
•
•
•
•

Habits
Behaviors
Performance
Temperament
Character
Mind-Set
Attitude
“Being”

In his conference presentation “Teach Like a Rockstar,” Hal Bowman (2017)
described his philosophy of how actions, behaviors, performance, and character all
interact (Figure 5).
Figure 5
Action, Behavior, Performance Cycle

This graphic is inspired by his idea. He describes an action as WHAT someone does,
behavior as HOW they do it, and performance as HOW WELL they did that action. A
person’s actions, behaviors, and performance directly affect their character. Their
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character then reinforces their actions, behavior, and performance. People develop habits
based on their actions, behaviors, and performance. If you can change a person’s habits,
you can then change their character.
Reality Illusions and Stories
Because the root word of “reality” is “real,” many may think that the idea of
reality is concrete and holds little room for subjectivity. How people perform correlates to
how situations occur to them. Occurrence is subjective. Therefore, so is reality. Zaffron
& Logan (2009) argued, “How a situation occurs includes your view of the past (why
things are the way they are) and the future (where all this is going)” (p. 7). Zaffron &
Logan (2009) gave an example of how someone would view a situation as “reality”
instead of a “viewpoint.” A teacher might say their administrator is irrational, selfcentered, and does not listen. They could probably name specific situations that serve as
evidence to these descriptions. They might even swear on a witness stand that these
characteristics are true. As humans, it is difficult to see “occurings” as an “occurring.”
We must wonder how the administrator might describe that teacher, perhaps as resentful,
angry, or opinionated. Neither the opinions of the teacher nor the administrator are right
or wrong, but they have both fallen into a reality illusion, “When people relate to reach
other as if each is dealing with the same set of facts” (Zaffron & Logan, 2009, p. 7).
Reality illusions have strong connections with beliefs, values, mind-sets, triggers,
and “being.” These variables, with the addition of other stressors, affect the state of
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someone’s mental health. A transformational and executive coach can challenge a
principal when they confuse perspective with reality and handle situations as if their
reality is the truth. They can help principals see the interconnectedness of their reality,
“being,” beliefs, mind-set, triggers, and happiness (or lack thereof), and what changes can
be made to take steps to a healthier work life.
Byron Katie (2002) discussed in length the idea of becoming aware of your story.
She used the word “story” to identify thoughts that people convince themselves are real.
She gave examples of how people create these “stories,” such as when someone leaves
the room without saying a word, when someone does not text you back, the time before
you open your college admission letter, or when your supervisor calls you to her office.
Katie (2002) argued that “Stories are the untested, uninvestigated theories that tell us
what all these things mean. We don’t even realize that they’re just theories” (p. 6). A
coach can help a client realize when they are creating these narratives and how toxic
these stories can be. Small stories soon become bigger stories. Those larger stories
become theories. Those theories become what many may perceive as reality. Casas
(2017) said, “We are blessed every day with the opportunity to help change the course of
someone’s life with our words, our actions, and our belief in their abilities. By changing
our perspectives, we can change lives” (p. 16).
Susan Scott (2004), author of Fierce Conversations: Achieving Success at Work
& in Life, One Conversation at a Time, said that clients and coaches should “interrogate
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reality” (p. 13). She explains the perception of reality by giving an example of what she
called “Beach-Ball Reality.” She said that a beach ball often has a red stripe, green stripe,
yellow stripe, and a blue stripe. She offered the metaphor that a president of a company
stands at the blue stripe. Everything the president does is through the lens of the blue
stripe. He lives in blue, he is surrounded by blue, he eats blue, he drinks blue, he smells
blue. When someone asks what color his company is, he looks down and says, “My
company is blue” (Scott, 2004, p. 15).
The president goes to a meeting with other members of the leadership team. He
begins to explain how brilliant his new strategic plan is because it emphasizes the
blueness of the company. The chief financial officer of the company is extremely
confused. She lives on the red stripe. Everything she does is red. The company’s profit is
red. The company’s debt is red. The company’s return on investment is red (Scott, 2004,
p. 16).
The director of manufacturing lives on the green stripe. The president and the
chief financial officer are already debating, so does he dare bring up his concerns? The
vice president of engineering lives on the yellow stripe. He certainly holds a different
opinion, but he does not dare share, so he sits in silence (Scott, 2004, p. 16).
The president, chief financial officer, the director of manufacturing, and the vice
president of engineering were all analyzing the same beach ball, so who owns the truth
about what color the company is? According to Scott (2004), “Every single person in the
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company, including the file clerk, owns a piece of the truth. No one owns the entire truth”
(Scott, 2004, p. 22). Because each executive was solely focused of their stripe, they had
difficulty differentiating between perception and reality.
A coach can invite their clients to notice instances when they believe their
thoughts and instances when they question them (Katie, 2002). There is a sequence that a
coach can employ to attempt to assist the client to interrogate reality. Step #1 is to allow
the client to make a proposal. Step #2 is to check for understanding. Step #3 is to check
for agreement (Scott, 2004, p. 26). It is important for a coach to take their clients through
this process so they develop the habit of considering opposite or opposing viewpoints and
begin to test how instances occur to them instead of trusting how instances occur to them.
Triggers
There are times when clients are halted in reaching their visions because people
who surround them say or do things that trigger them. Dr. Marshall Goldsmith (2015) is
an executive coach who wrote Triggers: Creating Behavior That Lasts: Becoming the
Person You Want to Be. He described how triggers operate and broke down the anatomy
of a trigger. He concluded that the sequence of a trigger has three events: the antecedent,
the behavior, and the consequence. The antecedent is the event that causes a response in
the triggered. The response of the antecedent is called the behavior, and the result of the
behavior creates a consequence.
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The following is an example of the trigger sequence: Teachers need to report to
work by 8:00, and students are released to their first class at 8:10. Ms. Fowlers values
timeliness and is often early to events. Her classroom neighbor, Mr. Kopeck, is often late
for work, arriving at 8:15. Ms. Fowler unlocks his door and keeps an eye on her
classroom and his students until he arrives. His actions trigger Ms. Fowler because they
go directly against her value of timeliness (antecedent). Mr. Kopeck was late for a third
time in one week, and Ms. Fowler was furious. When he arrived, Ms. Fowler asked to
speak to Mr. Kopeck in the conference room across the hall. Ms. Fowler confronts Mr.
Kopeck about his tardiness. Unkind words were exchanged between the two (behavior).
For the remainder of the school year, Ms. Fowler and Mr. Kopeck only spoke to each
other if the conversation involved work or students (consequence).
One goal of a transformational and executive coach is to create behavioral change
in their clients that result in growth towards their vision. To create this change, a coach
can help a client analyze their triggers. Goldsmith (2015) (Figure 6) created a modified
version of the trigger sequence (p. 57):
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Figure 6
Trigger Sequence

He purposely interrupted the sequence with “sense of awareness and an
infinitesimal stoppage of time” (Goldsmith, 2015, p. 57). Immediately after someone is
triggered, three isolated eye-blink moments occur: an impulse, the awareness, and then a
choice. These moments are separate from the behavior. Goldsmith (2017) offered an
example:
Some of us hear a loud crash behind us and immediately duck our heads to protect
ourselves. Others hear the sound and look around to see what’s behind it—in case
there’s even more to worry about. Same trigger; different responses, one of them
automatic and hasty, the other intermediated by pausing, reflecting, and sifting
among the better options. (pp. 57-58)
40

Because Mr. Kopeck’s actions challenged a core value (timeliness) of Ms. Fowler, she
skipped the “awareness stage” of the modified trigger sequence. A transformational and
executive coach could help Ms. Fowler examine this trigger and create a proactive action
plan by analyzing her impulse, awareness, and choice before she reacts. Perhaps the
relationship between Ms. Fowler and Mr. Kopeck could have been remedied and the
workplace environment could have been more positive for them.
Many people are subject to “feedback triggers.” These occur when someone
provides feedback to another person and the receiver of the feedback goes from trigger to
impulse to choice in the trigger sequence. Stone and Heen (2014) described three types of
“Feedback Triggers.” The first is called the “Truth Trigger.” This occurs when the
receiver of the feedback deems the feedback untrue or unhelpful, and they often feel that
they have been wronged, provoked, or treated unfairly. The second “Feedback Trigger” is
called the “Relationship Trigger.” All feedback is viewed through the lens of the
relationship between the giver of the feedback and the receiver. Triggers can occur when
the receiver of the feedback has beliefs or opinions about the giver. For example, the
receiver may not believe the giver is credible or may feel that the giver has ulterior
motives for giving the feedback. Also, the giver and receiver may not have a “care
personally” relationship, so the feedback is not well received. Stone and Heen (2014)
said, “Our focus shifts from the feedback itself to the audacity of the person delivering it
(are malicious or just stupid?) (p. 16).
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The “Truth Trigger” focuses on the validity of the feedback. The “Relationship
Trigger” has a focus on the giver of the feedback. Finally, Stone and Heen (2014) defined
the last type of “Feedback Trigger” as the “Identity Trigger,” which focuses on the
receiver of the feedback. “Something about it has caused our identity- our sense of who
we are- to come undone. We’re suddenly unsure what to think about ourselves, and
question what we stand for” (Stone and Heen, 2014, p. 17).
A priority of transformational and executive coaching is to encourage growth in their
clients, yet growth cannot occur if a client’s reaction to their triggers clouds their
judgement. A coach can help dismantle triggers and analyze the roots of their existence.
If clients can faithfully practice awareness between their triggers and their behavior, the
consequences of a situation could be proactively managed. Byron Katie (2002) said,
“Many of us judge ourselves…, telling ourselves over and over what we are and what
we’re not. When those…judgements feel uncomfortable, you can be sure that you’ve hit
a belief about yourself that you haven’t investigated yet” (p. 147).
Feedback and Crucial Conversations
Feedback comes in many different forms and is essentially any information you
get about yourself and how you learn about yourself. This can include an evaluation from
a superior, a review from a critic, the facial expression a child gives when eating a mom’s
new recipe, or the instance when a mother notices her daughter regifted the sweater she
gave her for her birthday. Stone and Heen (2014) noted, “Feedback can be formal or
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informal, direct or implicit; it can be blunt or baroque, totally oblivious or so subtle that
you’re not sure what it is” (p. 4). During a coaching session, crucial conversations and
feedback can be difficult to navigate.
Direct feedback conversations often have high stakes and emotions running
strong. It is therefore important for a coach to explore the “who you are,” “where you
are,” “what you do,” and “how you do it” elements and the idea of perception and “reality
illusions” with a client at the genesis of a coaching/client relationship (Patterson, Grenny,
McMillan, & Switzler, 2012).
Kim Scott (2017) created “The Radical Candor Framework.” There are two
critical elements that the deliverer of the feedback must have when providing their
perception: care personally and challenge directly. If the person providing the feedback
acts on both of those elements, their feedback will likely be received in the most
authentic way. Scott (2017) called this “Radical Candor.” If someone provides feedback
and they “challenge directly” but do not “care personally,” they practice what Scott
(2017) called “Obnoxious Aggression” (p. xii). If someone does not “challenge directly”
but they “care personally,” they practice “Ruinous Empathy” (Scott, 2017, p. xii).
Finally, if someone does not “challenge directly” and also does not “care personally” in
their feedback, they practice what Scott (2017) called “Manipulative Insecurity” (p. xii).
Scott (2017) created a visual to help better explain her “Radical Candor
Framework” (Figure 7). The vertical arrow represents the degree of caring personally.
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The further a person giving feedback falls to the top of the graphic, the more that person
cares personally. The right side of the graphic represent the degree in which the feedback
giver challenges directly (Scott, 2017, p. xii).
Figure 7
Radical Candor Framework

There have been many people who have not had a positive reaction to the term “Radical
Candor.” According to Scott (2017), some took the term to mean, “Act like a jerk” (xii).
She has since rebranded the term “Radical Candor” to “Compassionate Candor” to add
clarity to the framework.
In order for a client to trust that the coach cares personally, a sense of safety must
exist within the coaching relationship. There are two conditions of safety, and if either of
those conditions are at risk, the feeling that the coach cares personally is at risk. The first
condition of safety is “Mutual Purpose,” which means that the coach is invested in their
44

client’s vision and vice versa. To verify mutual purpose, a coach and client should ask
two questions: Do they believe I care about their goals in this conversation? Do they trust
my motives? If the coach or the client answers “No” to either one of these questions,
mutual purpose has been compromised (Patterson, Grenny, McMillan, Switzler, 2012, pp.
76-7).
Before entering a coaching conversation, mutual purpose must be established.
However, to maintain purposeful dialogue, mutual respect must remain a continuous
condition throughout the dialogue. If a feeling of unbalanced respect is felt by the client,
safety is at risk. “The instant people perceive disrespect in a conversation, the interaction
is no longer about the original purpose- it is about defending dignity” (Patterson et al.,
2012, p. 79). To determine if mutual respect is at risk, a client and a coach can ask
themselves, “Do others believe I respect them?” If the answer to that question is “No,”
the feeling of “caring personally” cannot be achieved.
In order for feedback to be well received, “challenging directly” and “caring
personally” must be key components of the of the relationship between the client and the
coach. Susan Scott (2004), said, “The conversation is the relationship” (p. 5). She
explained:
Incremental degradation—if we compromise at work or at home; if we lower the
standards about how often we talk, what we talk about, and, most important, what
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degree of authenticity we bring to our conversations—it’s a slow and deadly slide.
(p. 6)
The more authentic conversations one involves themselves in, the more authentic
relationships are developed. Scott called these conversations “fierce conversations.”
According to Roget’s Thesaurus, “fierce” means robust, strong, powerful, intense,
unbridled, eager, passionate, untamed. Scott (2004) defined a fierce conversation as a
conversation “In which we come out from behind ourselves into the conversation and
make it real” (p. 7).
Executive coach Amanda Jaggard (2021) delivered a professional development
presentation to leadership personnel entitled “The Feedback Dilemma.” She said that
feedback conversations need to encompass four components: fierce advocacy, curiosity,
ownership, and action.
Fierce advocacy means that the coach is truly invested in the growth of their
client. It also means that the client is truly invested in taking the steps to close the gap
between their vision and reality. Clients and coaches must try to avoid judgement, and the
antidote for judgement is curiosity (Jaggard, 2021). Being a fierce advocate comes from a
place of love and peace. They also speak from the heart and approach experiences
without holding back (Gerbert, 2020).
Curiosity means that the coach and the client always ask themselves, “Am I right
in what I am observing?” They must be willing to be wrong. Developing the skill of
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learning to embrace the thrill of being wrong can help feedback conversations become
more meaningful (Jaggard, 2021).
Ownership means that coaches and clients own their impact and view feedback
through the lens of, “Is there at least 1% truth to the feedback I am receiving?” Jaggard
(2021) gave the example of when her brother called her “fragile.” She said her immediate
reaction was to show her brother 101 ways that she is not fragile, but after thinking,
analyzing, and reflecting upon that statement, she realized there was truth to it (Jaggard,
2021).
The last component of feedback culture is action. The client must turn insight into
action. The coach should make requests, get commitments from the client, agree upon the
next steps, and make an agreement (Jaggard, 2021).
Jason Jaggard (2019) identified six elements that a coach must remember when
wanting to provide feedback to their client: 1. Get their permission, 2. Always align their
feedback to their vision, 3. Make it specific, 4. Use subjective language, 5. Invite
curiosity for both the client and the coach, and 6. Ask what outcomes the client is
seeking.
The Laws of Performance
When working with people, the question, “Why do people do what they do?”
often surfaces and causes curiosity. Why does the special education teacher stay until
5:30 every day? Why does the classroom teacher eat lunch in her classroom alone? Why
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does the principal do walkthroughs only on Fridays? Executives Steve Zaffron and Dave
Logan (2009) associated the answer to the question “Why do people do what they do?”
with the first law of performance: “How people perform correlates to how situations
occur to them” (p. 6). They said, “Consider that when we do something, it always makes
complete sense to us. On the other hand, when others do something, we often question,
‘Why are they doing that? It doesn’t make sense!” (Zaffron & Logan, 2009, p. 6). There
are absolute facts as to why some things are the way they are, but that is much less
important than the way those things occur to us.
Zaffron and Logan (2009) provided an example of occurrence. You might see
someone you work with as highly opinionated, self-serving, and rude. That same person
might describe you as resentful, angry, and judgmental. This does not suggest that one
person is right or the other is wrong. This highlights the illusion of reality. Zaffron and
Logan (2009) argued, “None of us sees things as they are. We see how things occur to
us” (p. 8). Coaches have to not only practice this law of performance with intent, but they
must also model this law for their client. One way to do this is to preface conversations
about observations with, “As it occurs to me…” or “My perception is…”
Instead of trying to change situations, having transparent and respectful
conversations about each other’s perceived occurrences can build partnerships and
productive communities. Zaffron and Logan (2009) noted, “Once situations occur in new
ways, people move beyond mere compliance to accountability. People’s performance and
48

how the situations occur always match up” (p. 27). A teacher might perceive their
principal as aggressive in her delivery, so she is reluctant to ask questions because the
principal seems unapproachable. On the other hand, the principal may perceive herself as
passionate. She sees the teacher as non-compliant and not invested in feedback or growth.
Instead of changing the situation, if the two teachers discussed how their “reality
illusions” contribute to their beliefs, growth could occur for both the teacher and the
principal.
The second law of performance is “How a situation occurs arises in language”
(Zaffron & Logan, 2009, p. 36). Zaffron and Logan (2009) use the term “language” in a
broad sense. They include oral and written communication, body language, facial
expressions, tone of voice, and all other actions that also have a symbolic intent. Zaffron
and Logan (2009) provided an example of the second law of performance through a
fictional anecdote:
Observe a family having dinner in a restaurant and you’ll notice the way the
family members occur to each other. You may not be able to hear anything they
are saying, but in watching you may see that one person broadcasts “How long is
this going to last?” Another emits “It’s great being together,” and a third conveys
“When are they going to get along? And I wonder if anybody notices.” (p. 39)
People both consciously and unconsciously notice all types of language and how it
shapes their future. These observations determine what we think is important,
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unimportant, possible, improbable, appropriate, or inappropriate (Zaffron & Logan,
2009).
Coaches can help their clients become more aware of all types of language and
how language adds to “the story you are telling yourself.” They can encourage their
clients to notice the things they are not saying but communicating, to analyze the
connections between their words and their “being.” Zaffron and Logan (2009) noted,
“The unsaid and communicated but without awareness become linguistic clutter. The
clutter gets so widespread that people don’t have the freedom to create something new”
(p. 41).
The third law of performance that Zaffron and Logan (2009) discussed is:
“Future-based language transforms how situations occur to people” (p. 68). The authors
elaborated by saying, “People live into the future they see coming at them, not the actual
future they’ll get someday” (Zaffron & Logan, 2009, pp. 70-71). People manifest their
future based on their past and present experiences. If someone grew up in poverty and
they spend a large portion of their adulthood in poverty, when they think about their
future they will likely imagine it through a lens of poverty. Because of fixed mindsets,
incidences of our past often live on as a prediction of our future. This is called our
“default future” (p. 70). We often use language to manipulate ourselves and others.
Zaffron and Logan (2009) further explained the third law of performance: “Unless
we do something—something other than fighting the future we see coming—it becomes
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the default setting. It will happen, no matter how much we don’t like it or try to resist it”
(p. 71). Coaches can help their clients imagine their future and help them to move toward
that goal. A coach can invite their client to notice their language, mindset, and the lens
they are looking through as they craft their visions and make commitments towards their
goals.
Vision Crafting
At the start of a session, coaches should help their client evaluate and analyze
their core values, their perceived strengths, their perceived gaps, their learning styles, and
their personality traits. From that analysis, the coach can assist them in crafting their
vision. The coaching conversations then revolve around making the proper steps and
commitments that will close the gap between their vision and reality. According to Elena
Aguilar (2021), a vision “Describes a compelling future. It is a basis for assessing the
current reality and it provides a sense of direction” (p. 37).
Lee Roy Beach (2006), author of Leadership and the Art of Change: A Practical
Guide to Organizational Transformation, differentiated between a vision and a mission.
While the vision guides, focuses, and empowers the client, the mission explains how the
client intends to make their vision reality. The mission statement drives the company.
The vision statement gives the company direction. Another explanation is that the
mission statement is the “what” or the “how” and the vision statement is the “why.”
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Here are some examples of vision and mission statements of successful corporations:
•

Nike (Nike, 2021)
▪

Mission: “Create groundbreaking sports innovations, make our
products sustainably, build a creative and diverse global team, and
make a positive impact in communities where we live and work.”

▪

Vision: “Bring inspiration and innovation to every athlete in the
world.”

•

Ikea (Ikea, 2021)
▪

Mission: “Offer a wide range of well-designed, functional home
furnishing products at prices so low that as many people as
possible will be able to afford them.”

▪
•

Vision: “To create a better everyday life for the many people.”

Southwest Airlines (Southwest Airlines, 2021)
▪

Mission: “The mission of Southwest Airlines is dedication to the
highest quality of customer service delivered with a sense of
warmth, friendliness, individual pride, and company spirit.”

▪

Vision: “To become the world’s most loved, most flown, and most
profitable airline.”
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Crafting visions helps a client concentrate on the second law of performance: future
thinking. Creating and sharing visions with their coaches helps the coaches tailor their
services in relation to their client’s vision. If feedback is not in the scope of the client’s
vision, the feedback should be withheld from the coaching conversations.
Transformational coach David Gerber (2020) said at the 2020 Global Leadership
Network, “Make your imagination become reality.” Aguilar (2021) argued that a vision
“Describes a compelling future. It is a basis for assessing the current reality and it
provides a sense of direction” (p. 37).
Janet Breitenbach (2018), executive coach and partner at Novus Global, explained
the gap between a vision and reality (Figure 8). In this graphic, she explained that a
client’s vision is at the top and their perceived reality is at the bottom. There is a gap that
separates the two. The gap is filled with a client’s anxiety, guilt, shame, and fear. The
coach is responsible for helping the client close the gap between their vision and reality
in order to make their vision become reality.
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Figure 8
Vision, Gap, Reality

Breitenbach (2018) said there are three ways that a vision can become reality. The
first way is for a client to lower their vision. This would mean that the client would give
up reaching their full vision and settle for a lesser vision. The second way for a client’s
vision to become reality is to inflate reality. This would mean that a client would create
false stories around their reality and convince themselves that their vision has come to
fruition. The last way to close the gap between vision and reality (and the best way) is to
make reality fit their vision. This means that a client would stay faithful to their goals and
commitments, and over time their vision would become their reality (Breitenbach, 2018).
Scott (2002) argued, “If it [a vision] is compelling enough to acquire the support of more
than one person, then it is no longer an abstraction. People begin to see it as if it exists”
(p. 58).
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CHAPTER III
METHODOLOGY
The primary purpose of this study was to explore the perceptions of three novice
elementary principals as they participated in a coaching regime that was inspired by the
executive and transformational framework. Maxwell (2013) said, “A good design, one in
which the components work harmoniously together, promotes efficient and successful
functioning; a flawed design leads to poor operation or failure” (p. 2). This chapter covers
the primary research questions, the theoretical and conceptual frameworks, demographic
information about the participants, professional history of the executive/transformational
coach, study logistics, data collection, and trustworthiness.
Research Questions
The primary questions for this study were:
1. How do elementary principals experience their awareness of mindset after
participating in a coaching process inspired by the executive coaching
framework?
2. How do elementary principals perceive their “being” after participating in a
coaching process inspired by the executive coaching framework?
55

3. How do elementary principals experience the connection between the coaching
process that is inspired by the executive framework and their commitment to the
profession?
Theoretical Framework
The experiences of three elementary principals who participated in a coaching
protocol that was inspired by the executive coaching framework were examined. The
constructivist framework is the theoretical framework that best fit the question, “How do
elementary principals perceive their “being” after participating in a coaching process is
inspired by the executive coaching framework?” According to Elliott et al. (2000),
constructivism is “an approach to learning that holds that people actively construct or
make their own knowledge and that reality is determined by the experiences of the
learner” (p. 256).
When people experience the world around them and reflect on their experiences,
they tend to construct or build their own representations and incorporate any new
information into their preexisting knowledge. This preexisting knowledge is referred to as
schemas, and the process of incorporating new information into preexisting knowledge
occurs primarily through two methods: assimilation and accommodation (Dennick,
2016). Learners assimilate information by taking any new information and fitting it into
an existing schema. However, they accommodate information by using newly acquired
information to revise and redevelop existing schemas (Jia, 2010).
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According to Stake, constructivism is based on a person’s interaction with the
world and people and making meaning of that contact (2010). Kitchener (1986) described
constructivism as the “view that reality itself is constructed by the epistemic subject” (p.
101). This is the best theoretical lens for this study because at the heart of executive and
transformational coaching is the idea that “How people perform correlates to how
situations occur to them” (Zaffron & Logan, 2009, p. 6).
If principals become more aware of their mindset and explore how it manifests in
their actions, principals can make purposeful decisions that might better support their
mental health. Dr. Carol Dweck (2016) said,
The growth mindset is based on the belief that your basic qualities are things you
can cultivate through your efforts. Although people may differ in every which
way- in their initial talents and aptitudes, interests, or temperaments- everyone
can change and grow through application and experience. (p. 7)
To explore mindset and state of “being,” a qualitative methodology best fit the purpose of
this study. Because this study focused on the principals’ lived experiences when
introduced to the phenomenon of executive/transformational coaching, there was a
constant and continual reevaluation of the research goals, methods, conceptual
framework, validity, and research questions. Maxwell (2013) stated, “You will need to
continually assess how your design is actually working…and how it influences and is
influenced by the context…and to make changes so that your study can accomplish what
57

you want” (p.3). The intent of this study was to explore elementary principal’s
perceptions of mindset and “being” as they participated in one-on-one and group
coaching sessions that were inspired by the executive and transformational coaching
frameworks. Merriam (2009) stated,
the overall purposes of qualitative research are to achieve an understanding of
how people make sense out of their lives, delineate the process (rather than the
outcome or product) of the meaning-making, and describe how people interpret
what they experience. (p. 14)
In addressing the research and supporting questions, the researcher conducted this study
through the lens of the work of Edward Deci and Richard Ryan’s self-determination
theory.
Self-Determination Theory
According to Deci and Ryan (2020), “Self-Determination theory assumes people
are inherently prone toward psychological growth and integration, and thus toward
learning, mastery, and connections with others” (p. 1). These conditions do not always
exhibit in ways that are automatic, so people sometimes need to be supported by external
factors. Coaching is one of those external factors that can help elementary principals
foster their psychological growth and step into a place of reflection.
According to Ryan and Deci (2020), “[Self-Determination Theory] has predictive
and practical value not only in enhancing motivation and performance, but also in
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fostering wellness and thriving” (p. 8). Ryan and Deci (2000) grounded selfdetermination theory with the idea that a person’s mental health is directly affected by
autonomy, relatedness, and competence. If organizations assess their employers in these
three psychological needs and implement interventions, their ability to execute tasks
might greatly improve.
Using self-determination theory as a foundational theoretical framework of this
study assisted in exploring Principal #1, Principal #2, and Principal #3’s reflections on
the effects that the one-on-one and group coaching sessions had on the evolution of their
relationship between their identity and “being,” and how all of those factors contributed
to their mental well-being and school culture. Using self-determination as the research
methodology for this study led to data on a principal’s perception of both autonomy (selfgovernance) and heteronomy (regulation from outside the phenomenal self) (Ryan &
Deci, 2005, p. 1552). Self-determination theory helped to explore intrinsic and extrinsic
motivation, the root of those motivations, and how it manifested into their “being.”
Self-determination can be both empirically and critically grounded. According to
Ryan and Deci (2005), the theory is also based in post-Husserlian phenomenological
studies and has evolved from Heider’s and de Charm’s work on personal causation (p.
1560). Self-determination theory can therefore be considered alongside other theories.
The graphic below (Figure 9), shows how the components of constructivism and selfdetermination theory were fluid between the two as this study was conducted.
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Figure 9
Constructivism and Self-Determination Theory

Phenomenology
From a psychological point of view, self-determination theory is grounded in
exploring motivation and autonomy through the lens of post-Kantian phenomenological
traditions (Deci & Ryan, 2005, p. 1558). “[Self-Determination Theory’s] strength lies in
its being an empirically based approach that also relates directly to the phenomenology of
learners and teachers, thereby attempting to meld rigor with relevance into a theoretically
unified set of principles and prescriptions” (Deci & Ryan, 2020, p. 8). Phenomenology
seeks to describe a person’s conscious lived experience or how people perceive a lived
experience, focusing specifically on what is experienced and how it is experienced
(Moustakas, 1994). Phenomenology focuses on the nature of experience from the
viewpoint of the person experiencing the phenomenon (Patton, 2015).
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Phenomenology studies how structures of consciousness and experience develop
to meaning, which complements self-determination theory as human beings are naturally
hermeneutic. According to Conway and Elphinstone (2017),
While SDT can provide us with an empirical measurement of the extent to which
something satisfies the needs for autonomy, competence, or relatedness,
phenomenology can elucidate how this occurred: it gives us a language to think
through how to create something that will have the optimal ability to satisfy these
basic needs through elucidation of mood, care, significance, and of course
meaning as embodied phenomena (p. 57).
Reg Harris (2021) argued,
The Hermeneutic Loop describes the interrelationship between the whole of
system and its parts. We understand the whole based on our interpretation of the
parts, and our understanding of their relationship to the whole. If our
understanding of part of system changes, our understanding of the whole system
will also change. (p. 1)
As explained by Eskridge (1990), Hans-George Gadamer stated that by nature, humans
are interpretive and that the findings of a study can be largely affected by the method
used to conduct the study. Gadamer developed a branch of hermeneutics that focused on
the interpretation of the written, verbal, and non-verbal. He focused on the condition
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rather on the method of interpretation (Eskridge, 1990). Figure 10 describes the selfdetermination theory through the lens of the phenomenological Hermeneutic Loop.
Figure 10
Self-Determination Theory Through the Lens of the Hermeneutic Cycle

Principal #1, Principal #2, and Principal #3 all had basic psychological needs.
One need that each of the principals possessed was motivation, which was either intrinsic
or self-determined extrinsic motivation. Their motivations were affected by how they
perceived their autonomy (control of their own lives), competence (control of their
environment), and relatedness (connection to other people). Their perceived autonomy,
competence, and relatedness shaped their understanding of their world.
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When phenomena were introduced, in the case of this study through one-on-one
and group coaching sessions, new forms of engagement occurred. Engagement can
manifest as feedback, challenges, or accountability. After encountering those
engagements, the principals continued a negative loop without growth in mindset or
“being” or used the effects of that phenomena (coaching) to reinterpret their needs,
analyze their motivations, and reconsider their perceived autonomy, competence, and
relatedness.
Data was collected for this study through interviews and non-participant
observations. Interviews were conducted with elementary principals who were coached
through the executive and transformational coaching frameworks, and their feedback on
how they believed their motivation, mindset, and “being” had (or had not) been affected
through this experience was analyzed. Studying this phenomenon provided a clearer
understanding of how they perceived the effectiveness of implementing an executive and
transformational coaching framework in an educational setting. As stated by Moustakas
(1994),
because all knowledge and experience[s] are connected to phenomena, things in
consciousness that appear in the surrounding world, inevitably a unity must exist
between ourselves as knowers and the things or objects that we come to know and
depend upon. (p. 44)
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Interviewing Principal #1, Principal #2, and Principal #3 three times throughout the
semester, as well as observing and coding their recorded ZOOM one-on-one and group
coaching sessions, provided opportunities to explore the occurrences of the phenomena
(Moustakas, 1994).
By using phenomenology as a foundation and supporting it with selfdetermination theory, this study identified the common thread between motivation,
psychological growth, “being,” perception of experience and how those elements connect
to their mind-set and mental well-being.
Research Design
Participants
The participants for this study were selected using purposeful sampling.
“Purposeful sampling is based on the assumption that the investigator wants to discover,
understand, and gain insight and therefore must select a sample from which the most can
be learned” (Merriam, 2009, p. 77). Three North Dakota elementary school principals
were selected to participate in this study. These participants were chosen through
recruitment, via personal networks. “Use of personal networks involves researchers
relying on family members, friends, work colleagues, and acquaintances to recommend
people who fit the criteria for the population identified in the study” (Roulston, 2010, p.
98). It was important for the participants to be elementary principals within their first
three years of principalship. Ms. Dixon, the transformational coach, encouraged each
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principal to use some of the techniques used in the coaching calls that they found most
empowering with their own staff. Kegan and Lahey (2016) wrote about processes that an
organization can take to create a culture focused on being deliberately developmental.
They noted, “You will want to try things for yourself and experiment with instituting new
practices at work as you also step back to gather information, assess the practices, and
experiment again” (Kegan & Lahey, 2016, p. 125). School staff might have been more
open to practices introduced by their principals because the principals were new to the
position. Because changes already occur because of new leadership, teachers might have
been more open to the coaching techniques implemented by their new principal.
Colleagues in the division of education at Mayville State University and the division of
teaching, leadership, and professional practice at The University of North Dakota were
consulted for references to select participants.
Upon IRB approval (Appendix A), an initial email was sent to the three selected
principals to inquire about their willingness to participate in one-on-one coaching
sessions (Appendix C). The email provided background information about the study’s
goals and research questions, an outline of their commitments as participants, and
logistical information about the study that may have an influence on their decision to
participate. The e-mail provided an opportunity to ask clarifying questions about the
study via ZOOM or phone. Through this correspondence, three elementary principals
agreed to participate, and permission was granted by each of their superintendents. For
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the sake of anonymity, the participants are identified as Principal #1, Principal #2, and
Principal #3.
Following their agreement to participate, a demographic survey about each
principal and their perspective schools was sent via email and collected through the
Google Docs platform (Appendix B). The following was information found in the
included in the demographics survey (Figure 11).
Figure 11
Demographic Survey Findings

Degrees,
Certificates, &
Specializations

Student
Population
Teacher
Population
Support Staff

Principal #1
Associates of Arts
Based in
Elementary
Education
Master’s in
Counseling
North Dakota
Principal
Credential
254

Principal #2
BSEd in Elementary
Education and Early
Childhood
Master’s in
Educational
Leadership

Principal #3
BSEd in Elementary
Education
MSEd in Special
Education
Specialist’s
Certificate in
Educational
Leadership

631

205

23

40

19

6 Paraprofessionals 11 Paraprofessionals
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19 Paraprofessionals

Executive Coach
With IRB approval, Lindsey Dixon was hired as the executive and
transformational coach and worked with the three selected principals. The following
information was obtained from Ms. Dixon’s resume and biography.
Ms. Dixon has a Bachelor of Arts degree in biology from the University of TexasArlington. She holds a Master of Education in Curriculum and Instruction from the
University of Texas-Arlington, and a Master of Business Administration from Texas
Christian University.
Ms. Dixon is the owner of META Education, Inc, a transformational coaching
firm. Ms. Dixon has been working with executives, administrators, and teachers since
2013. Before that, she taught biology, integrated physics and chemistry, and life science.
She also served as a math and science interventionist, district data coordinator, and a
teacher coach for novice educators. She currently lives in Ft. Worth, Texas.
Before founding META Education, she was employed by Fusion Education
Group. She began her career there as the Assistant Director/Academic Dean at Fusion
Academy: Southlake in South Lake, Texas. Fusion Academy is a private 6-12th education
campus. After serving in an administrative role at Fusion Academy: Southlake, Ms.
Dixon was promoted to Central Region Coach of Fusion Education Group.
She worked with the academic deans of 24 Fusion Academy Campuses
nationwide via Zoom weekly for group coaching sessions to empower them with
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transformational coaching practices. She also met with each academic dean individually
for 30 minutes per week to help them craft their visions, make commitments, and work
through perceived issues on their campuses.
She has added to her coaching tool belt by participating in various professional
development activities that specialize in both executive and transformational coaching.
She has been coached and trained by the executive coaching firm Novus Global and has
received coaching instruction on providing advanced feedback, culture sustainability,
team cohesion, mind-set, vision crafting, questioning techniques, organizational
development, building leadership qualities, and the development of diversity, equity, and
inclusion and its impact on staff.
She also collaborated and consulted with Elena Aguilar on her book Coaching for
Equity (2020). In 2018, she was one of ten coaches/educators selected from the United
States and Canada to participate in a coach exchange program called Ustahimilivu Dadas.
This was a partnership between Bright Morning Consulting (Elena Aguilar’s consulting
firm) and Kenya Big Picture Learning. She delivered professional development
presentations at schools in Nairobi and the surrounding region. Three of Ms. Dixon’s
clients provided their experiences with Ms. Dixon. The following are statements
collected through personal communication with administrators and executives who have
been coached by Ms. Dixon:
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•

“I was coached by Lindsey for two and a half years while I was an academic dean
and eventually promoted to head of school. She helped me stay curious in all
situations and challenged my perceptions and thinking when facing difficult
situations. I noticed my mindset shift to being more empowered, and I was able to
take responsibility for my gaps as a leader” -Ms. Jordyn Nail (2021), Head of
School.

•

“I struggled with saying ‘no’ and taking on too much responsibility. Lindsey
helped me develop a personal vision and a vision for my campus. We analyzed
the steps it took to take my campus to the place we needed to go, and eventually
we got there! Lindsey helped me change the culture of my school to be proactive
and positive” -Chris Kanzler (2021), School Principal

•

“My business was super successful, but when COVID hit, revenue began to
decline. I was an active participant in negative self-talk, and I found myself really
disempowered. Lindsey helped recreate my vision, make commitments, and get
back on track. -Adam Brandner (2021), Business Owner

Study Logistics
Participants committed to work one-on-one with Ms. Dixon for one hour per
week and complete a one-hour cohort coaching session via Zoom for eight weeks.
Before the coaching sessions began, each principal and Ms. Dixon met as a group
for 45 minutes to schedule weekly meeting times and dates. Their meetings were
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consistent, occurring at the same time and day for the duration of the eight weeks. If a
principal needed to reschedule their meeting, they were required to contact Ms. Dixon at
least 12 hours before their meeting was scheduled to be begin.
Principals were proactive to avoid possible interruptions. It was requested that
the principals chose a time and day when interruption was less likely to happen. For
example, parent conferences, IEP meetings, lunch, etc. were avoided, and the principal
treated their meeting times as non-negotiable. Ms. Dixon asked each principal to choose a
confidential and consistent location for the Zoom sessions with no distractions. Cell
phones, e-mails, and other possible disturbances were put away during the coaching
conversations.
During the one-on-one coaching sessions, individual transformational and
executive coaching took place. This is when the coach and the principal explored how
external factors (negative student behavior, parent and guardian concerns, work overload,
school climate, large class sizes, complex and diverse learning needs, inadequate
resources, and colleague relationships) affected their extrinsic and intrinsic motivations,
mindset, “being,” and school culture. After each one-on-one coaching session, the
principals were assigned pre-work before they met for the cohort coaching session at the
end of the week. At the pre-coaching meeting, the following schedule was created by the
principals and Ms. Dixon for their coaching calls (Figure 12).
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Figure 12
Coaching Schedule
Principal #1
Principal #2
Principal #3
Cohort Session

Wednesdays from 4:15- 5:15
Tuesdays from 4:00- 5:00
Mondays from 4:30- 5:30
Thursdays from 4:30- 5:30

Data Collection
Observations
The coaching conversations between Ms. Dixon and Principal #1, Principal #2,
and Principal #3 were referred to as “One-On-One Coaching Sessions.” The coaching
sessions took place over Zoom, and Ms. Dixon established the link for the Zoom calls
using a META Education, Inc. Zoom link. These meetings were recorded and saved to
the Zoom cloud, and Ms. Dixon sent the hyperlink of the recoded sessions to the
researcher by 11:59 pm every Friday. Before the following Saturday at 11:59 pm, the
researcher downloaded the Zoom recordings from the cloud to their confidential hard
drive. Ms. Dixon was then notified via email to delete the recording from the META
Education, Inc. Zoom cloud in order to protect the privacy of one-on-one and group
coaching sessions and promote confidentiality. Using these recordings, the coaching
sessions were reviewed, transcribed, and coded for categories and themes.
Greene (2007) explained that observation is a way to broaden the range of the
phenomena that occurs. He called this “complementary and expansion” (pp. 101-104).
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Joseph Maxell stated, “Observation is often used to describe settings, behavior, and
events while interviewing is used to understand the perspectives and goals of actors”
(2013, p. 102).
Interviews are an effective way to gather data, and pairing the observations and
interviews can help the researcher draw inferences to eventually develop theories about
issues the participant may be reluctant to raise during interviews. Observations provide
powerful and direct insight about the participant’s behavior when they are in the
environment in which the phenomena occurs (Maxwell, 2013).
Interviews
Three phenomenological interviews with each of the principals during the eightweek coaching sessions were conducted. According to Katherine Roulston (2010), “Since
researchers want to understand the participants’ feelings, perceptions, and
understandings, open questions are particularly useful in providing a format for
interviewees to answer in their own words” (p. 16). Many phenomenological interviews
are pedagogical in nature. Christine Sorrell Dinkins (2005) described a form of
phenomenological interview that she calls the Socratic-Hermeneutic Inter-view. During
this interview style, the interviewer and the interviewee engage with each other through
questions and responses that promote reflection and inquiry. The aim of a SocraticHermeneutic Inter-view is to analyze and interpret the conclusions drawn upon by the
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process. This helps develop an insight of understanding about the research topic
(Roulston, 2010).
By engaging in Socratic-Hermeneutic Inter-view, the researcher and each
principal were able to participate in a continual examination and reexamination of the
phenomena throughout the interview. Analysis took place in real time.
The interviewer was cautious of knowing when to engage in conversations and
when to simply listen. Roulston (2010) noted,
Interviewers must learn how to listen respectfully to others, and value what they
say. This Involves focusing on the participants’ stories, and being flexible with
enacting the interview guide so that participants can speak without being
interrupted by an interviewee bound up in asking particular questions on the
interview protocol. (p. 182)
Principal #1, Principal #2, Principal #3 were be given a schedule with a date,
time, and Zoom link for each interview. Figure 13 shows the weeks the interviews were
held.
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Figure 13
Interview Schedule
Week #

Interview

1

Initial Interview

4

Second Interview

8

Last Interview

Interview Questions
The following questions were used during the interviews. Due to the nature of the
study and the lens of Socratic-Hermeneutic Inter-views, these questions offered a
foundation for each discussion. They can also be found in Appendix E.
Initial Interview Questions:
1. Will you please describe your current mindset in terms of your commitment to
your role as a principal.
2. You have not started the coaching process yet. In as much detail as possible,
describe your feelings about participating in the executive coaching process.
3. What are your desired outcomes from participating in the executive coaching
process?
4. Can you describe the culture at your school?
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Because this study was based on Maxwell’s flexible qualitative design (2013), the
questions for the second and final interview were reflectively developed and based on the
interviews that occurred prior. The following questions were posed to each principal
during the second interview.
Interview Questions Asked After the Fourth Coaching Session
Principal #1
1. You’ve worked with Ms. Dixon to create a vision for your campus. Will
you please describe any progress you’ve made towards your vision?
2. Can you please compare your feelings towards coaching before you
started to how you feel about coaching now?
3. Can you describe your current mindset in terms of your commitment to
your role as an administrator?
Principal #2
1. You’ve worked with Ms. Dixon to create a vision for your campus. Will
you please describe any progress you’ve made towards your vision?
2. Will you please talk about the current culture of your school?
3. Can you please compare your mindset before you started coaching and
your current mindset?
Principal #3
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1. You’ve worked with Ms. Dixon to create a vision for your campus. Will
you please describe any progress you’ve made towards your vision?
2. What are your current feelings towards transformational coaching?
3. Have you noticed any relationship between your mindset and your
coaching sessions?
The following questions were asked of each principal during the final interview.
Interview Questions Asked After the Last Coaching Session
Principal #1
1. Will you please talk about the goals you’ve created for your campus and
your progress towards those goals?
2. Please discuss your coaching sessions around trust and commitments.
3. Please describe your overall experience of the transformational coaching
process.
Principal #2
1. Will you please talk about the current culture of your school?
2. Will you please discuss the current culture of your school?
3. Please describe your overall experience of the transformational coaching
process.
Principal #3
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1. Please discuss your coaching sessions with Ms. Dixon that involved trust
and commitments.
2. Please discuss your current progress towards the goals you created with
Ms. Dixon.
3. Please describe your overall experience of the transformational coaching
process.
It was crucial that the principals feel that they could be candid and open when describing
their experiences of their executive and transformational coaching sessions with Ms.
Dixon. Patton (2002) defined the purpose of interviews:
We cannot observe how people have organized the world and the meaning they
attach to what goes in in the world. We have to ask people questions about those
things. The purpose of interviewing, then, is to allow us to enter into the other
person’s perspective. (p. 341)
The three interviews with each of the principals occurred via Zoom. The
interviews were also recorded via Zoom and saved to the Zoom cloud. The Zoom
sessions were then immediately downloaded to a confidential hard drive and deleted from
the cloud. This allowed the interviews to be transcribed, analyzed, and coded so themes,
and theories could be established.
Common themes were analyzed and explored, comparing the responses of each
principal. “Interviews are conducted individually when the researcher believes privacy is
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essential… when the interviewer wants to explore each person’s responses in depth”
(Lodico, Spaulding, & Voegtle, 2020, p. 122). Creating an environment of trust, respect,
and confidentiality was essential when interviewing.
Coding
As Saldaña (2016) described, “A code in qualitative inquiry is most often a word
or short phrase that symbolically assigns a summative, salient, essence-capturing, and/or
evocative attribute for a portion of language-based or visual data” (p. 4). These codes
were constructed to help translate data so that data could be analyzed for patterns that
eventually developed into theories. Saldaña (2016) stated that the purpose of codes is to
the essence of the data.
Coding helps to sort and process the data presented in the conversations between
Ms. Dixon and the principals. By analyzing the data, creating codes based on analytic
reflection, and then placing those codes into categories, themes became evident. By
transcribing the coaching conversations, patterns were characterized by: similarity,
difference, frequency, sequence, correspondence, and/or causation (Hatch, 2002). After
analyzing the codes for possible relationships, that data was “Synthesized… to move
towards a consolidated meaning” (Saldaña, 2016, p. 10), so categories could be
established. “Qualitative codes are essence-capturing and essential elements of the
research story, that, when clustered together to similarity and regularity (a pattern), they
actively facilitate the development of categories and this analysis of their connections”
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(Saldaña, 2013, p. 8). Once the data was coded (and sometimes recoded) and placed into
categories based on commonalities, the categories were analyzed for further refinement.
Comparing and consolidating the various categories derived from the codes helped the
progress towards possible themes.
The interviews and observations were coded using both descriptive and in vivo
coding. In vivo coding involves coding direct quotes from participates during
observations and interviews. This aided in developing emic categories to represent each
of the principal’s meanings and understandings. Descriptive coding involves
summarizing the primary topics and patterns. “At a basic level, pattern concerns the
relation between unity and multiplicity. A pattern suggests a multiplicity of elements
gathered into the unity of a particular arrangement” (Stenner, 2014, p. 143). Using
descriptive coding helped develop etic categories to represent concepts and prior
developed theory (Maxwell, 2013).
Through careful analysis of the themes and how they interconnect, theories were
developed. The theories derived from the themes analysis assisted in developing new
theories and acknowledge preexisting theories (Saldaña, 2016). The image below (Figure
14) describes Saldaña’s streamlined code to theory model.
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Figure 14
Code to Theory Model

Codes accumulated quickly and consistently changed as the analysis progressed,
so keeping an organized and accurate record was crucial to sustain the validity of the
data. Codes were kept using inspiration from Saldaña’s model in an ongoing Microsoft
Word document.
Analytic Memos
Creating analytic memos was important for data analysis. Maxwell (2013)
described memos as “A term to any writing that a researcher does in relationship to the
research other than actual field notes, transcription, or coding” (pp. 19-20). Memos were
used while observing the recorded Zoom coaching session and interviews to capture
analytic thinking about the data gathered, and it allowed space for reflection of goals,
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theories, methods, and potential biases. This also kept the streams of data and
interpretation distinct (Maxwell, 2013).
Whole coding occurred after data analysis. Creating analytic memos helped
establish the bridge between concrete data and abstract thinking. Memos included what
the researcher found as intriguing or surprising, how the researcher connected to the
phenomena the participant experienced, observations about the participants’ actions and
reactions, and the researcher’s initial reactions to interviews and observations. Glaser
(1978) said,
A memo is the theorizing write-up of ideas about codes and their relationships as
they strike the analyst while coding… it can be a sentence, a paragraph, or a few
pages… it exhausts the analyst’s momentary ideation based on data with perhaps
a little conceptual elaboration (p. 83).
The process of creating memos helped create a space of awareness and metacognition as
the analysis of data occurred to create codes, themes, and theories.
An example of how memos and data were analyzed and organized with fidelity
can be seen below (Figure 15). The date of the noted observation was placed the first
column, the coaching session number in the second column, the direct transcription in the
third column, the analytic notes on the fourth column, and the code in the last column.
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Figure 15
Transcriptions, Codes, and Memos Analysis Example

Trustworthiness
Confidentiality was key in this study in order to maintain a positive and proactive
coaching relationship between Ms. Dixon and Principal #1, Principal #2, and Principal
#3. For a successful one-on-one coaching session to occur, each principal needed to feel
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as though they can speak openly and freely about their experiences with Ms. Dixon
during the interviews.
Trustworthiness is “being balanced, fair, and conscientious in taking account of
multiple perspectives, multiple interests, and multiple realities” (Patton, 2002, p. 575).
Trustworthiness was a common thread through data collection, interviews, and
observations. Audit trails also helped establish trustworthiness during this study.
It was important to study the phenomenon of the study from the perspectives of
the principals and not the researcher (Merriam, 2009). The interviews took place a total
of three times during the study: week 1, week 4, and week 8. Each interview had a time
frame of 60 minutes to allow adequate time for the principals’ explanations of their
experiences and for data collection. Each principal was asked the same interview
questions at the initial interview, but the subsequent questions were created based on the
previous interviews. “Interviewers must listen hard to assess the progress of the interview
and to stay alert for cues about how to move the interview forward as necessary”
(Seidman, 2006, p. 79). Adhering to predetermined interview questions with appropriate
deviations based on the interviews’ development also added trustworthiness to the study.
Creating a culture of respect and candor during the interviews was important
given that trustworthiness was a priority. Coaching session and interview norms were
established and revisited during sessions to aid in creating a safe and respectful culture.
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Triangulation is a tool used to ensure quality data is collected and evaluated.
Maxwell (2005) noted that triangulation “reduces the risk of chance associations and of
systematic biases due to a specific method and allows a better assessment of the
generality of the explanations of that one develops” (p. 112). Using triangulation of data
sources, including interviews, observations, creating audit trails, and member checking,
allowed the researcher to cross-reference the data to ensure accuracy and identify
common themes.
Member checking was crucial to achieve trustworthiness in this study. Member
checking is “presenting a record or drat copy of an observation or interview to the
persons providing the information and asking for correction and comment” (Stake, 2010,
p. 126). It was important to discuss and explain the member checking process at the start
of the study, so that the principals were confident that what they said was going to be
authentically recorded. Maxwell (2005) also stated,
this is the single most important way of ruling out the possibility of
misinterpreting the meaning of what participants say and do and the perspectives
they have on what is going on, as well as being an important way of identifying
your own biases and misunderstanding of what you observed. (p. 111)
Member checking can reduce the likelihood of bias and/or misinterpretation by the
researcher.
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The coaching sessions were recorded via Zoom. Within seven days of the
coaching sessions, the sessions were transcribed and coded for categories and themes.
The transcriptions and codes were sent to each of the principals, and they were provided
an opportunity to discuss or clarify the transcriptions or codes. The Thursday cohort
coaching sessions were sent to all three principals. The interviews were also recorded
using Zoom. Within seven days of the interviews, they were also transcribed, coded, and
sent to each of the principals. The principals were provided an opportunity to seek
clarification or add more context to their interviews. Even though each principal
participated in member checking, none of them objected to the transcriptions or codes.
Merriam (2009) described an audit trail as, “a qualitative study [that] describes in
detail how data were collected, how categories were derived, and how decisions were
made throughout the inquiry” (p. 223). An audit trail of the observations and interviews
was kept to provide the most accurate data available. This added context as to why
themes were developed and decisions were made based on the transcribed audit trail. It
was crucial to accurately reflect the language and meaning behind the principals’
interactions with the coach and present how the data from those interactions were used.
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CHAPTER VI
FINDINGS AND DISCUSSIONS
The purpose of this study was to explore the perceptions of elementary principals
as they participated in weekly coaching sessions inspired by the executive and
transformational frameworks. Three elementary principals in their first three years of
principalship were chosen to participate in weekly coaching sessions with Lindsey Dixon,
owner and CEO or META Education, Inc. Coaching sessions were recorded using the
Zoom platform, and each of the sessions were transcribed. Analytic memos were taken to
capture observations so a bridge could be created between concrete details of the
coaching sessions and the abstract thinking of the researcher (Glaser, 1978). SocraticHermeneutic Inter-views also occurred before the first coaching session, after the fourth
coaching session, and once the coaching sessions were completed. This allowed a
continual and transformational examination and reexamination of the perceived
phenomena that occurred during the interview process. Both descriptive and in vivo
coding were used to capture and consolidate the various categories and develop themes
from the coaching sessions and interviews (Saldaña, 2016).
The following sections (Coaching Logistics, Pre-Coaching Meeting, and
Coaching Focuses) were included in the “Findings” section of this study because this
information was gathered as a result of interviews, non-participant observations, and a
survey as the study was conducted.
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Coaching Logistics
One week before the coaching series began, the three principals and Ms. Dixon
met for a 45-minute pre-coaching meeting requested by Ms. Dixon. Each principal
introduced themselves and discussed their backgrounds and the demographics of their
respective schools. The following information was gained from the demographic survey
completed by each principal and from the pre-coaching meeting hosted by Ms. Dixon.
Principal #1
Principal #1 works at a small K-5 elementary school in rural North Dakota. The
2021-2022 school year is Principal #1’s second year as principal at her elementary
school. Before that, she was the school counselor for three years at the same school, and
prior to that she taught third grade at a nearby elementary school for four years.
Principal #1 holds an Associates of Arts degree, a Bachelor of Science Degree in
elementary education, a Master’s in Counseling, and in 2020 she earned the North
Dakota Principal Credential.
Principal #1’s school has a student population of around 250 with 40 total staff
that includes 20 general education educators, three special education educators, one
interventions teacher, one counselor, one part-time occupational therapist, one part-time
physical therapist, one speech pathologist, one remote speech paraprofessional, three fulltime paraprofessionals, three part-time paraprofessionals, one part-time secretary, and
one full-time secretary.
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Principal #2
Principal #2 works at a suburban elementary school in North Dakota. The 2021-2022
school year is Principal #2’s second year as principal at her elementary school. Before
that, she taught 5th and 6th at the same school for two years. Principal #2 also worked as a
6th grade English/language arts, math, world history teacher, a middle school math
teacher, and a pre-kindergarten teacher. Principal #2 holds Bachelor of Science Degrees
in in elementary education and early childhood, and as of 2022 she is seeking a master’s
degree in educational leadership. Principal #2 serves on her school’s multi-tiered systems
of support team, positive behavior team, and sources of strength team.
Principal #2’s school has a student population of 631 student with 19 general
education teachers, three special educators, one full time counselor and one part-time
counselor, 11 paraprofessionals, two secretaries, and two custodians.
Principal #3
Principal #3 works at a PK-5 elementary school in North Dakota. The 2021-2022
school year is Principal #3’s first year as principal at his elementary school. Before that,
he was the associate principal at an elementary school in the same school district. Before
becoming principal, Principal #3 served as a building resource coordinator and a special
education strategist at the elementary, middle, and high school levels. He has also been
employed as an adjunct professor of education.
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Principal #3 holds a Bachelor of Science Degree in elementary education, a Master of
Science Degree in special education, and a Specialist’s Certificate in Educational
Leadership from Minnesota.
Principal #3’s school has a student population of about 220. His school has 23
general education educators, two special educators, two speech pathologists, 12
classroom teachers, 11 elective teachers, 14 special education paraprofessionals, three
head start paraprofessionals, one library paraprofessional, one 504 paraprofessional, one
part-time counselor, one part-time social worker, and one campus secretary.
Pre-Coaching Meeting
The pre-coaching meeting allowed Ms. Dixon to introduce herself and allow
space for each principal to share about themselves and their expectations of the coaching
sessions. All three principals knew of each other, but none of them had met until the
initial pre-coaching Zoom call. Ms. Dixon posed the question to each principal, “What do
you know about or expect from these transformational coaching sessions?” The responses
from each principal were as follows:
Principal #1- “My background is counseling, so I image that these calls are going to be
like a counseling session. I tell you my issues, and you will give me some tips and tactics
to work through these dilemmas.”
Principal #2- “I kind of see these calls as a therapy session. It will give me the time to
vent but also get advice on the struggles I am having as an administrator.”
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Principal #3- “I agree. The first thing that comes to my mind is therapy. I am glad to be
able to take some time out of each week to just focus on myself. I feel like I spend so
much of my day putting out fires and helping others grow. I think these therapy-type
sessions give me an opportunity to grow.”
Ms. Dixon explained what transformational and executive coaching is by using
this analogy, “It is not the role of a transformational coach to offer ideas or give
suggestions. Our role is to hold up a mirror so you can explore your ideas, actions, and
mindset in different situations. You’ll notice that I will ask more questions rather than
offer advice.”
Coaching Focuses
Ms. Dixon had a focus and agenda for each of the coaching sessions and assigned
homework for the principals to complete before they met for their cohort call on
Thursdays. The principals were to complete their homework before the Thursday cohort
session so the three principals and Ms. Dixon could debrief together. The following table
shows the focus for each coaching session and the homework assigned (Figure 16).
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Figure 16
Coaching Topics/Homework per Session
Coaching
Session #
1

2
3
4
5

6
7

8

Coaching Session Focus
Introduction and Recap of PreMeeting, Logistics, Get to Know
You, and Core Values
Recap of Session #1, Do/Know/Be
Tree, Visions and Goals
Recap of Session #2, Vision Casting,
Goal Setting, Sphere of Influence
Recap of Session #3, Refining
#Hastag/Vision, Language
Recap of Session #4, Revisit
#Hashtag/Vision and Goals,
Language
Recap of Session #5, Vulnerability,
Rhythms and Routines, and Feedback
Recap of Session #6, Benchmark of
Goals, Trust, Feedback, and
Commitments
Recap of Journey, Reflections,
Commitments, Gratitude

Homework
Do/Know/Be Tree and
Personality Survey
Continue Working on the
Do/Know/Be Tree
Work on #Hashtag Creation
Create Goals to Make
#Hashtag/Vision Reality
Refine Goals

Practice Feedback
Notice and Reflect on
Feedback and Commitments
Continue to Work on and
Notice Goals, Honoring Your
Vision, Language, Trust,
Feedback, Vulnerability, and
Commitments

Findings
Based on the in vivo and descriptive examination of the coaching sessions
between the principals and Ms. Dixon and the interviews that occurred between the
principals and the researcher, one overarching theme emerged: self-awareness. That
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theme can be dissected into three categories: Self-Awareness of Values, Self-Awareness
of Commitments & Trust, and Self-Awareness of Language.
Self-Awareness of Values
The first one-on-one coaching session had a strong focus on core values. Ms.
Dixon explained that core values are at the core of who someone is. Core values show up
in the decisions we make, the routines we’ve developed, the tribe we’ve built for
ourselves.
Ms. Dixon sent a list of possible core values to the principals. Some of the values
listed were “Adventure, Authenticity, Collaboration, Efficiency, Family, Growth,
Harmony, Trust, Respect, Tolerance, Privacy, Compassion, Autonomy, Justice, Equity,
Communication, and Faith. Of this list of over 200 possible core values, Ms. Dixon had
each principal choose their top ten. She then had them narrow it down to five. Ms. Dixon
then had each principal choose their top three core values and explain how these core
values show up in their lives. The table below (Figure 17) shows the core values each
principal chose:
Figure 17
Participants’ Core Values
Principal
Principal #1
Principal #2
Principal #3

Core Values
Family, Integrity, and Teamwork
Nurture, Perseverance, Celebration
Family, Passion, Humor
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During the first one-on-one coaching session, Ms. Dixon asked each principal to
discuss a time at work when they had an elevated emotional reaction to an event.
Principal #3 explained his occurrence:
It was right before Christmas Break, and I dressed up as an elf. Throughout the
day, I would sit in different areas of the school, and the students would refer to me
as the ‘Elf on the Shelf.’ While I was sitting on a ledge near the kindergarten
classrooms, I was notified that an irate parent was in the office and wanted to
speak with me. So dressed as an elf, I went to speak with that parent. She was
angry because one of our cafeteria employees corrected her child in an unkind
way after she saw her child slap another child. Then she began to talk poorly
about our cafeteria worker. I was so irritated. Her kid slapped another student, and
she came to the school to complain! Normally I am really good with words and
controlling my emotions, but I was sarcastic back to the parent. She was upset
with me. Since then, we have worked on our relationship, but I just could not
believe she had a complaint after what her child did to another child!
Ms. Dixon responded,
Let’s revisit core values, and let’s see how this lands with you. You said that a
core value of yours was passion. I can tell that you are passionate about your job
and your students. By this parent coming into the school to speak with you, it took
you away from something you were passionate about. Another core value of
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yours is humor. You were dressed as a life-sized elf, and I bet both the students
and the teachers found joy and humor in your ‘Elf on a Shelf’ get-up. Because this
parent came to the school, it took some of the humor out of the situation. Lasty,
you listed family as a core value. This parent came into the school and attached
the character of a member of your extended family. I know the term ‘trigger’ can
seem cliché these days, but often times we become the most triggered and our
emotions are most elevated because we find ourselves in a situation where events
are in a direct contradiction of our core values. You said that normally you control
your emotions and respond to hard conversations positively, but the way you
responded to this situation was unlike any other. How does this land with you?
Principal #3 responded,
Wow! I literally have goosebumps right now. I never really reflected or thought
about why this particular situation made me more upset that usually, but I
definitely see the connections between my core values, the situation, and my
reaction.
Ms. Dixon stated:
I challenge you to this, the next time when you feel you have a more elevated
emotional reaction than usual, explore the thread between your reaction and your
core values. Don’t just stick to your top three, though—think about your top 10 or
so.
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The challenge set by Ms. Dixon of becoming self-aware and implementing this
idea in their administrative roles became a theme throughout the coaching calls and in the
interviews. This exercise by Ms. Dixon helped each principal focus on themselves to take
closer steps to have an intrapersonal 20/20 vision.
During her second interview, Principal #2 discussed how she had become more
aware of her triggers and that she talks to herself rather than listens to herself when she
finds her emotions are beginning to evoke negative reactions. She said, “When shit hits
the fan, I need to be the most composed person in the room and becoming more aware of
what I value and how that correlates to certain situations has allowed me to remain calm
and level-headed, and it has provided space for me to really analyze the situation from
many perspectives.” Principal #2 continued to explain that Ms. Dixon helped her realized
that sometimes it is not what the other person did or said, it is what she is triggered by.
She was glad they did a dive into core values and triggers so she could recognize the
difference between an attack and an event that activated one of her triggers.
Principal #3 was inspired by the core values activity that Ms. Dixon led with him,
so he decided to offer a similar activity for one of the professional development sessions
he led with his staff. He had his staff members analyze the different core values listed on
the sheet, independently reflect on which ones resonated with them, and discuss their top
three core values with each other in small groups. He stated, “By the end of the PD, many
teachers were in tears. They learned so much about each other and even more about
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themselves. This was so powerful, especially because we are such a small campus.”
When Ms. Dixon asked for an example of what made the professional development
powerful, Principal #3 said,
One of my teachers identified dedication as a core value. When I asked her what
that meant to her, she explained that when she commits to something, she puts in
100%. She does not say ‘yes’ to anything unless she has the capacity to dedicate
all she says to that commitment. She is a teacher that never misses a deadline, that
is always dependable, and is extremely trustworthy. It later surfaced that this
particular teacher had ill feelings towards another teacher, a teacher that is new to
our building this year. This other teacher gets to work right on time and leaves
everyday right when contract time ends. This teacher is also not the best with
follow through. We find out later that this teacher’s husband passed away last
summer, she has four children, and she does not have any family in the area. In
the morning she has to drop off her children at three different schools, and in the
afternoon, she has to pick up her children and take them to several activities. She
just has a lot on her plate.
Principal # 3 continued to explain that both teachers ended up in tears. The first
teacher admitted that she harshly judged her colleague without knowing the full
information. She even had the realization that the reason the second teacher’s actions
bothered her so much was because she perceived her actions in the opposition of
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dedication. In fact, the second teacher was dedicated, but she was dedicated to taking care
of her family. The first teacher’s beliefs were challenged with clarifying information that
from the second teacher. There are two factors at play when we want beliefs to be
challenged: the information/data needs to support the change in belief and the
confrontation must come from a place of trust and respect.
Principal #3 said, “There have been many times when I have taken what I have
learned from Lindsey and directly applied it with my staff, and it has started to shift the
culture in a more positive way.” Principal #1 and Principal #2 agreed.
During the second week’s cohort coaching call, Principal #1 shared a powerful
moment of self-reflection after meeting with Lindsey and discussing her perceived
strengths and weaknesses. Principal #1 said, “When Lindsey told me, ‘No one knows
yourself better than yourself,’ …that really hit home. I sometimes use that as a crutch
when I lead because I know where my gaps are, so I try to overcompensate in by using
my strengths. For example, I throw in humor in situations if I am not feeling as
confident.” Principal #1 then went on to explain that she never realized she did this until
she began to analyze her behaviors and habits while working with Ms. Dixon. Principal
#1 said,
Then I began to notice that some of my staff members did the same thing. They
try to overcompensate their gaps with their strengths instead of taking steps to
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work on their gaps. This really helped me navigate some of those coaching
conversations I had with my teachers.
To help add clarity to their role as an administrator, Ms. Dixon took the three
principals through several activities to assist them in building a vision for their
prospective campuses. Ms. Dixon helped each principal imagine what each of their
perspective campuses would look like if they were able to manifest the outcome.
It is important for a campus to have a clear vision statement. Ms. Dixon explained
that decisions at a campus level can be more easily made because having a clear vision
takes the subjectivity out of the decision-making process. You simply ask yourself, “Will
this help us close the gap between our vision and reality?” If the answer is “yes,” then
you can pursue that decision. If the answer us “no,” then the answer to the decision is
also “no.”
During the first coaching session with Principal #2, Ms. Dixon explained,
A lot of times vision statements are like a paragraph long, and it’s usually when
someone is asked to create one. It’s written in language that’s basically pacifying
whoever asked them to create it. I want you to distill down everything we
captured through our intrapersonal reflections and notice how it can be applied to
the way you want to achieve what you want to achieve at your school. And it’s
going to be successful because it’s literally rooted in everything that is you,
everything that defines you, and everything that’s helped you find success.
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Ms. Dixon asked each principal to create a vision in the form of a hashtag. Instead of
weighing down their visions with cluttered, broad statements, she had them create and
refine their visions through a hashtag. She explained that the principals should think of
themselves as overseeing their school’s social media, and this hashtag would go behind
every post. It should light a fire, and everyone in your school should want to put it on a tshirt. The idea of transforming a vision paragraph to a vision #hashtag is to create a
statement that can be easily repeated and excites members of the organization to take the
proper steps to make that vision a reality. Ms. Dixon noted that for staff to buy in to a
vision, they need to feel both safe and trusted.
After several coaching sessions of refining their vision #hashtag, the following are
each principal’s hashtags and their meanings:
Principal #1- #WayfindingAsOne: “Everyone on the building will be dedicated to
constantly learn from our environment, the strengths of our colleagues, and what is going
on around us. Wayfinding is how people find their way around their environments. It’s
being aware of your surroundings and the strengths of the people you’re with, so you can
find your way in an everchanging environment.”
Principal #2- #NurturingGrowth: “Every educator in my building will participate
collaborative opportunities to analyze student data together, so we can make targeted
goals as a unified family. When I first got to my campus, it was a very different culture. It
was very much a teach-with-your-door-closed, and very little collaboration was
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happening. And I realized that because there was a lack of collaboration, many teachers
really did not know how to look at data and what data means because everyone was
working in these little independent silos.”
Principal #3- #PRIDEofPassion: “Everyone in our building (staff and students) will feel
a strong connection with someone else in the building by the end of the year. We all we
have someone we trust, our go-to person. Our mascot is the lion, and a group of lions is
called a pride. Our pride is our family.”
Creating the vision #hashtags had a direct relationship with the theme in this
study of “self-awareness” because each of the principal’s visions was connected to at
least one of their self-identified core values. The common thread between their core
values and their visions happened naturally without coaching and was later pointed out
by Ms. Dixon to each one of the principals.
Principal #1’s vision #hashtag was #WayfindingAsOne. One of her core values
was teamwork. Her vision #hashtag encompassed the idea of each member of her campus
leaning in on the strengths of each other so they can navigate the challenges they may
face in a school environment that is constantly and consistently changing.
Principal #2’s vision #hashtag was #NurtutingGrowth. She defined nurture as,
“Encouraging the growth of someone.” She wanted to see growth in her students and her
teachers, and one way she identified to encourage that growth was to analyze data to
identify strengths and gaps of instruction. Not only did she want her students to grow
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academically, but she wanted to take the time to invest in her teachers so they could grow
in their teaching choices as well.
Principal #3’s vision #hashtag was #PRIDEofPassion. Two of his core values
were passion and family. His vision was about creating an environment in his school
where both teachers and students would feel passionate about making meaningful
connections amongst one another. Principal #3 also viewed his campus and everyone on
his campus as members of his extended family.
Self-Awareness of Commitments and Trust
The next step Ms. Dixon walked each principal through was to create actionable
goals with timestamps to help close the gap between their vision #hashtags and reality.
After the goals were created, coaching conversations occurred around keeping
commitments, trust, and the integrity needed in order to see these goals accomplished and
their visions come to fruition. Ms. Dixon discussed the importance of setting deadlines
for goals and staying faithful to those deadlines. Ms. Dixon requested a specific date and
time for each goal. There was a danger in ambiguity when setting goals. “As soon as
possible” or “by Friday” can create ambiguity and goals might not be successful.
The goals of each principal were directly related to their vision #hashtags and are
listed below. To protect the anonymity of each principal, “(Date)” is used to indicate
chosen deadlines instead of their actual deadline (Figure 18).
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Figure 18
Participants’ Visions, Goals, and Commitments
Principal
Principal #1

#HashTag Vision
Goals and Commitments
#WayfindingAsOne Goal #1 Each teacher can identify at least 2
areas of strength and an area of growth in order
to develop their instructional skills and is
empowered to explore ways to develop to
continue skills. Acknowledge & identify their
growing edge – overcome shortcomings.
a. Create list of skills/qualities that
proficient teachers demonstrate in the
classroom – by (Date)
b. Identify which teachers are
“rockstars” in each skill/quality by
(Date)
c. Conduct activity with teachers on
(Date)- Where are you a rockstar?
What’s your biggest area of
opportunity to growth? Rate yourself
1-10 in that area of growth.
I.
10 is rockstar
II.
1 being I’m not doing this, and I
don’t know how
d. Next meeting – (Date) share publicly
the skills/abilities and the rockstars.
Share expectation that they conduct
one 30 min observation by end of the
school year.
e. By (Date) – each teacher has
completed their observations. Exit
ticket at one of final staff meetingsrank yourself again and share how
you’d like to grow there next year.
Goal #2 Initiate Restorative Circles
Programming Campus Wide – Group time that
focuses on citizenship, wellness, socialemotional learning, etc.
102

a.

b.
c.

d.

Finish Line: Groups formed with
students we know are returning,
what we want to include/outline,
schedule
Schedule time to meet with School
Counselor by for initial conversation
by (Date), schedule second meeting
during first meeting
Know topics/outline through first
semester by (Date)
Introduce concept/intention of this
programming to teachers with a video
– (Date)
Use staff meeting to create grouping
for the restorative circles – (Date)

Goal #3 Use data from Math NWEA testing/
AIMSWeb Plus data more specifically by skill to
help inform instruction.
a. Schedule a meeting with teachers to
go over math NWEA and break down
by skill by (Date)
b. Teachers will identify which skills to
focus on based on potential gaps or
areas of opportunity
c. Schedule a meeting to reflect and
discuss ways we can use this
Principal #2

#NurturingGrowth

Goal #1 Identify a method to consolidate,
communicate, and easily utilize and apply
student data.
a. Identify data that will be
used/communicated. (Get teacher
input) – (Date)
b. Determine 2-3 methods of
communicating data, survey teachers
on what method they’ll actually use –
(Date)
c. Solidify the way it will
communicated, what to include, and
have a scheduled plan to execute by
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third week of next school year –
(Date)
Goal #2 Mascot P.R.I.D.E & Celebrating
Growth
a. Make more cards by (Date)
b. Create a “watch list” of which
students haven’t received a Mascot
Card by (Date)
c. Next week during data meetings – set
deadlines for noticing students that
haven’t gotten Mascot Card
d. By end of (Date) at least half of
students on the list have been sent
Date Cards
e. By end of April, all students on the
watch list have been sent a Mascot
Card
f. End of (Date) – Mascot Pride Party –
Last week of school
Goal #3 Establish Framework for Teacher
Friend-Tor Growth Program
a. Create a list qualities and skills by
(Date)
b. Identify the teachers who are the
rockstars in those things to you by
(Date)
c. Staff meeting where teachers selfidentify both where they are a
rockstar and where they want to grow
– and rate scale 1-10
d. Invite teachers to do at least 1 30
minute observation of a teacher who
is a rockstar in an area where they
want to grow by (Date)
Principal #3

#PRIDEofPassion

Goal #1 At the conclusion of the 2021-2022
school year, the School #3 Lions will have
ensured that each Lion in our Pride has a
connection to at least one person (My Person)
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within our school community by incorporating
daily class meetings, emphasis on self-care,
visibility and approachability, teaching of
social/emotional learning, school-wide positive
behavior incentive program, school theme,
growth mindset, and teaching and learning with
results based on our school’s Student
Engagement Survey, Title 1 student and family
surveys, High Reliability Schools surveys for
teachers, students, and staff.
a. By the end of (Date), the master
schedule will reflect a designated 60minute block of time in which gradelevel classrooms are conducting their
literacy instruction.
b. By the end of (Date), each classroom
literacy block will include the required
components as defined by our district’s
literacy shifts.
c. By the end of (Date), we will have taken
steps to begin closing the achievement
gap, building stronger Tier 1 instruction,
and allowed for equitable access to
literacy instruction for all students.
Goal #2 At the conclusion of the 2021-2022
school year, the School #3 Lions will have
ensured that each Lion in our Pride has a
connection to at least one person (My Person)
within our school community by incorporating
daily class meetings, emphasis on self-care,
visibility and approachability, teaching of
social/emotional learning, school-wide positive
behavior incentive program, school theme,
growth mindset, and teaching and learning with
results based on our school’s Student
Engagement Survey, Title 1 student and family
surveys, High Reliability Schools surveys for
teachers, students, and staff.
a. By the end of (Date), students and staff
will have been surveyed and our staff
will teach students what is means to have
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a connection with a person. This will be
done through music class, but also
reinforced in classrooms through class
meetings.
b. By the end of (Date), students and staff
will be able to identify a person within
our Lion Pride that is a person they’d go
to share positive experiences and
challenging experiences. This will be
reinforced through our Connectivity
Wednesdays.
c. By the end of (Date), students and staff
will be able to identify who their person
is at School #3. The students and staff
will once again be surveyed with the
questions of:
1) _______ is the grown-up (person) I’d
go to share a happy experience.
2) _______ is the grown-up (person) I’d
go to share a sad experience.
3) I do or do not have a person I’d go to
at School #3.
Goal #3 At the conclusion of the 2021-2022
school year, the School #3 Lions will have
created a culture that encourages teacher growth
based on their self-identified growth goals as
measured by observations, reflection, and
student achievement data.
a. By the end of (Date), the next round of
learning walks will be taking place where
teachers are identifying areas they would
like to observe, as well as teachers
identifying what they’d be comfortable
allowing others to observe.
b. By the end of (Date), every staff member
will have completed another round of
learning walks. We will have goal
buddies conversations at our PLCs, team
meetings, and staff meetings to support
each other’s growth. We will also have
completed our own personal growth
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reflection within iObservation to provide
evidence and next steps in growth
journey.
c. By the end of (Date), each staff member
will have completed at least three
learning walks, taken part in at least three
goal buddy conversations, and will have
reflected upon their own growth journey
within iObservation.

After the goals were created, subsequent coaching calls began with an update on
the progress each principal made towards their goals. If a principal did not meet a
deadline, they and Ms. Dixon discussed the issue. Ms. Dixon said to Principal #2 during
the fifth coaching call, “I hear that you did not keep your commitment when it comes to
your goal about creating a list of which students have not received a mascot card. I want
to explore this without you feeling shame.” Ms. Dixon explained that the goal of
transformational and executive coaching is not to make the client feel embarrassed or
humiliated. Rather, the goal is to explore the WHY behind not keeping a commitment
and to become aware of those behaviors to hopefully change them. “We want people
complete their commitments because they are so invested in their visions that they are
willing to do whatever it takes to make their vision reality, NOT because they are going
to get in trouble if they break a commitment” (Dixon). She defined integrity as doing
what you say you are going to do.
Two of the principals missed one of their first goal deadlines. Ms. Dixon asked
the principals, “What are the consequences to the task? To your stakeholders? To your
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school’s culture? To your teachers?” She then tied the act of breaking a commitment back
to their core values. Family, integrity, and perseverance were some of their top three,
self-identified core values, yet they did something that was in direct opposition of their
core values. Ms. Dixon asked Principal #1, “You said that integrity was a core value of
yours, but you did something [that] does not reflect integrity as a value. How does that
land with you?” Principal #1 responded,
Wow! That really hit home. If I am going to announce to my whole staff how
important doing what you say you are going to do is important to me, I have to be
able to model that in my own actions. Missing this deadline seemed like such a
small deal, but I see that if I want to have integrity instilled in my school’s
culture, the small things matter!
Ms. Dixon asked Principal #2, “You identified perseverance as a core value.
Perseverance means to ‘persist despite difficulty.’ By missing this deadline, your actions
told your staff that you did no possess perseverance. How does that land with you?” She
responded,
I feel like a liar. Wait. I am a liar. I do feel embarrassed, but in a good way. Like,
if I want to be a servant leader, I need my teachers to believe me when I say I am
going to do something. This is like when I tell my teachers I am going to observe
them at 10:00, and I don’t show up until 10:15. That becomes a pattern. And I bet
my teachers will soon stop believing my promises and start believing my patterns.
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Ms. Dixon incorporated the importance of trust when building culture in her
coaching sessions. She said, “In the way that you support your staff and in the way that
you lead…to do it in a way that is truly empowering, people have to feel safe, they have
to feel like they are bought in to your vision, and most of all, they have to feel like they
can trust you.” When commitments are made and those commitments are broken, trust is
also broken. Many people who break commitments do so because they had to reprioritize
their tasks, and they feel as though that reprioritization is a valid excuse. The
conversation about the issue is usually about the broken commitment, but the
conversation should be about the violation of trust. “
Ms. Dixon assigned each of the principals to complete a trust inventory as
homework after the second one-to-one coaching session. This was a Likert-type survey
with a range from “Agree” to “Disagree.” Principals were given statements, and they had
to indicate how much they agreed or disagreed with those statements. Some of the
statements included, “I rarely say or do things that I later regret. I greet people when I see
them. When I’m interacting with others, I’m aware of how I’m talking, listening, and
engaging.” At the second group coaching session, Ms. Dixon asked all three principals,
“If you presented your visions to your teachers, would they do on board? Do you feel that
they are at a place of trust with you that they are going to have buy-in?” Principal #1 said,
I know my staff pretty well and feel that they have a strong sense of trust with me
for the most part. That might be because the principal before me was at the end of
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his career and not very involved or invested. My strength I think is
communication and just being involved. I also work really hard to point out their
strengths. I am just not sure that they trust each other.
Principal #2 said,
I am just too sure that I trust myself. I am always comparing myself to other
principals and other schools. I think the culture of the school is shifting and
teachers are starting to trust me and each other, but it feels a little bit like imposter
syndrome because I am not confident in the trust I have in myself.
Principal #3 said,
I am some pretty big shoes to fill because the principal before me had complete
trust of all the staff. The goals I had for myself to gain that trust was just to be
visible and to have conversations with teachers that did not have to do with
school.
Each of the principals reflected on the trust they have with their staff by
comparing themselves to others. Ms. Dixon discussed the dangers of comparing their
characteristics to others. She said, “The only person worth comparing yourself to is the
person you were yesterday.” Comparative reflection can stunt transformation and widen
the gap between a vision and reality.
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Ms. Dixon explained that trust is important because without trust, people are less
likely to engage in constructive conflict. As a result, often a sense of artificial harmony is
the foundation of a school’s culture (Lencioni, 2002).
A small task with a huge impact that affects the trust of a campus is to stay
faithful to commitments and take the proper steps to restore trust when a commitment is
broken. Ms. Dixon challenged each of the principals to only make commitments if they
have every intention on keeping them. She said even the smallest commitments deserve
integrity. Principal #1 said,
I break small commitments all the time. I don’t get the copies done in time. I start
a staff meeting late. I cancel scheduled observations. I tell myself that my faculty
knows I am busy, so if I break these small promises, they will understand. I think
I need to rethink my thinking!
Principal #2 and Principal #3 stated that they did the same thing. Principal #2 said,
Many times, as I am in the process of making a commitment, I know there is a
chance that I am going to break the commitment. When I say I will be at 3rd grade
lunch, I already know there is a good chance that I won’t be there because I have
a meeting right before that, and that meeting might go long. I don’t necessarily
need to be at 3rd grade lunch, but it is a big deal when I say I am going to be there
and don’t show up. I need to be clearer and not make those promises if I can’t
follow through.
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All three principals discussed during their group coaching session that they aim to
build and keep trust amongst their staff. By consistently breaking commitments, trust
slowly deteriorates and so do relationships. Through coaching with Ms. Dixon, all three
principals came to a realization of how important trust is, and they identified that
breaking commitments was a pattern that was chipping away at they trust they worked so
hard to build within their schools.
Each principal created a vision. Then, Ms. Dixon helped them craft goals to help
close the gap between reality and each of their visions. After that, coaching sessions were
structured to construct commitments and rhythms to ensure goals were met. By the end
of the last group coaching session, all three principals accomplished their commitments.
Ms. Dixon encouraged them to create new commitments and rhythms to bring their
visions even closer to reality.
Self-Awareness of Language
Ms. Dixon helped each of the principals notice their language and how language
plays a significant role in mindset and performance. Ms. Dixon shared the research of Dr.
Carol Dweck with the principals. Dweck described two types of mindsets: fixed and
growth. She said that a fixed mindset is the “believing that your qualities are carved in
stone” (2016, p. 6) and a growth mindset is “the belief that your basic qualities are things
you can cultivate through your efforts” (2016, p. 7). Being aware of your mindset is the
first step in changing the trajectory of your vision.
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Ms. Dixon explained that one way to identify mindset is to play close attention to
your language. During the first one-on-one coaching session, Ms. Dixon posed the
question to Principal #3,
How have you felt about the transition from being the one who’s directly been
working with the kids to now being an administrator? Do you think you are as
effectively having the type of impact on adults in the same way you had an
incredible impact on kids?
Principal #3 responded,
I feel like I have to prove myself a little bit more because I have not been a
classroom teacher. I was just a special education teacher. I worked in small
groups and co-taught classrooms. But I never had the 8-3, kids in my room,
teaching all content areas, doing all the classroom management, communicating
with all the parents. I feel like I have to overcompensate because my teachers
might view me as not being an expert because I was just a special ed teacher.
Ms. Dixon pointed out to Principal #3 his use of the word “just” before “special
education teacher.” She asked him, “Can you elaborate on what you mean when you say
‘just a special ed teacher?” He responded, “My experience in the classroom is just
different, and I want my teachers to value my coaching and feedback.”
Ms. Dixon and Principal #3 continued to discuss the power of language. Adding
the word “just” in front of his formal title diminished his expertise. He was proud of his
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accomplishments as a special education teacher and admitted that he felt as though he
was an effective special education teacher, but his language likely conveyed the message
to his teachers that he was not confident in his ability to coach general education teachers.
He further explained that the power of language can influence other people’s beliefs in
you and their own performance.
Principal #1 described a situation she frequently encountered with a particular
student in her school. Over the course of the school year, this student was sent to her
office several times. She described the student as “being extremely disrespectful and noncompliant.” He refused to do his work, did not follow directions, and would say
inappropriate things to his teacher and his fellow classmates.
Principal #1 said, “I’ve gotten to spend a lot of time with this student, and I
discovered that he had a pretty tough home life.” She said that this student was sent to
live with his grandmother after his mom was sent to prison last year. His father had never
been in the picture. The child’s grandmother often left him home alone and did not give
him the attention Principal #1 thought he deserved. Principal #1 said, “My office has
become his safe space. When he feels anxious, angry, or needs a break, he comes down to
my office to recharge.” She continued, “Some of my teachers have become frustrated
with me because they say it looks like I am enabling him.”
Ms. Dixon responded, “Sometimes we play with language to make us feel better
about a situation. Does it look like you are enabling him or are you enabling him?” After
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33 seconds of silence, Principal #1 responded, “I guess at times I am enabling him.” Ms.
Dixon stated, “Again, sometimes we play with language to make us feel better about a
situation. You guess you are enabling him, or you know you are enabling him?” Principal
#1 said, “You are right. I feel for the kid, so I enable him.”
People manipulate language and messages by participating in verbal camouflage.
Principal #1 had a hard time accepting that she was enabling the student, so she phrased it
as though people were only perceiving her action as enabling, convincing herself that the
perception was not actual reality. Language clutter is often used to hide insecurities.
When Ms. Dixon pointed this out to Principal #2, she was able to discuss many other
circumstances when she used language to mask her self-doubt. Ms. Dixon walked
Principal #1 through her example of language camouflage and explored the impact of
decluttering her statements. Other examples she discussed included (Figure 19):

Figure 19
Cluttered and Decluttered Sentences
Cluttered Sentences
“I missed the deadline by only one hour.”

Decluttered Sentences
“I missed the deadline by one hour.”

“I am only in my second year as
principal.”
“I was going to call that parent.”

“I am in my second year as principal.”
“I did not call that parent.”
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The cluttered sentences manipulated the message and took onus away from Principal #1,
while the decluttered sentences shifted responsibility away from the circumstance onto
the principal. Principal #1 said, “Actually, the decluttered sentences are hard to hear, but
at the same time, they are also empowering. They make me want to take care of my stuff
and get on track.”
Principal #2 and Ms. Dixon also explored the power of language. There were
instances during the one-on-one coaching conversations when Principal #2 criticized
herself and engaged in negative self-judgement. Ms. Dixon and Principal #2 discussed an
engagement with an angry parent. The parent was upset with a teacher because the
teacher kept the student in from recess to discuss his behavior. The parent asked for a
meeting between her, Principal #2, and her child’s teacher. Principal #2 said, “It is my
duty to have my teachers’ backs, not matter what.” She further explained that during the
meeting, the parent raised her voice, belittled the teacher, and called Principal #3 and the
teacher inappropriate names. She continued, “I was shocked. I didn’t know what to say. I
didn’t know how to react. I promised to always support my teachers, but I let that parent
run all over the both of us. I’m a failure.”
Ms. Dixon coached Principal #2 about using language as a tool for selfjudgement. Ms. Dixon said that if you replace “I” with “My thinking,” you can often
change a situation from disempowering to empowering. Ms. Dixon said, “Instead of
saying ‘I am a failure,’ change the statement to ‘My thinking is a failure.’ The thought
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becomes negative. Not you.” Being cognizant of language can help someone explore the
beliefs they have about themselves and how playing with that language can change
mindset. When Ms. Dixon asked Principal #2, “So, are you really a failure?,” she
responded, “The only thing I fail at is having these negative thoughts.” Aguilar (2018)
discussed in her book Onward how the brain perceives negative stimuli. She wrote that
with in 1/10 of a second, the brain stores negative experiences in our memories. On the
contrary, it takes the brain 12 seconds to store positive stimuli. With a focus on language,
a negative experience could be reframed as a positive opportunity.
Ms. Dixon explored empowered and disempowered language with all three
principals. There is a direct connection between language and mindset. By shifting
language from disempowering to empowering, a shift from fixed to growth mindset can
also occur.
When leaders feel that they are constrained or held back, it is usually not facts that
hold this bind. Ms. Dixon argues that language is the culprit. Disempowered language is
discouraging, creates a victim mentality, and deflects ownership. On the other hand,
empowered language is motivating, creates clarity, and is energizing. Below are three
tables, one for each principal, which represents the number of total statements said by
each principal in sessions 1, 4, and 8. The researcher defined a statement as a clear
expression. Then, the researcher recorded the number of disempowered statements, and
in the last column he recorded the percentage of disempowered statements made by the
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principal in that particular session. The goal of this was to see if coaching had an effect
on the type of language used by each principal.
Figure 20
Disempowered Language: Principal #1
Session #

1
4
8

# of Total
Statements Made
by Principal #1

# of
Disempowered
Statements Made
by Principal #1
46
22
4

694
762
912

% of
Disempowered
Statements Made
by Principal #1
6.6%
2.9%
.04%

Examples of disempowered statements made by Principal #1:
•

“I need to complete the feedback forms for the student teachers in my school.”

•

“I will try to get this finished tonight before we meet as a group tomorrow.”

•

“I should have known not to schedule a walkthrough at the beginning of the day.”

Examples of empowered statements made by Principal #1:
•

“I have not created the checklist yet.”

•

“I get to observe that teacher I told you about tomorrow morning.”

•

“I commit to working on the rhythms to help me reach my goals.”
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Figure 21
Disempowered Language: Principal #2
Session #

1
4
8

# of Total
Statements Made
by Principal #2
512
611
751

# of
Disempowered
Statements Made
by Principal #2
38
19
6

% of
Disempowered
Statements Made
by Principal #2
7.4%
3.1%
.08%

Examples of disempowered statements made by Principal #2:
•

“That is pretty much out of my control.”

•

“I need to meet with that teacher, but I don’t think she will be very receptive.”

•

“I should reorganize the professional development.”

Examples of empowered statements made by Principal #2:
•

“I had a scheduled meeting with (Teacher) today, and she had to cancel.”

•

“I will send out that newsletter by this Friday.”

•

“I feel embarrassed when she calls out my mistakes at staff meetings.”
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Figure 22
Disempowered Language: Principal #3
Session #

1
4
8

# of Total
Statements Made
by Principal #3
701
772
819

# of
Disempowered
Statements Made
by Principal #3
39
14
2

% of
Disempowered
Statements Made
by Principal #3
5.6%
1.8%
.02%

Examples of disempowered statements made by Principal #3:
•

“Sometimes I am too calm that people can’t read me.”

•

“I should have that conversation with that para one day this week.”

•

“I have to meet with the assistant superintendent on Friday morning.”

Examples of empowered statements made by Principal #3:
•

“She gives me a lot of opportunities to coach her.”

•

“I choose not to meet with that parent afterschool on Friday.”

•

“I will find out the answer to that by our next meeting.”

The researcher noticed that as the coaching sessions progressed, the usage of
disempowered language decreased. Principal #1 said,
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Lindsey helped me notice how toxic the word ‘should’ is. I kept saying that ‘I
should do this or I should do that.’ Lindsey told me to, ‘Stop shoulding on
yourself!’ She helped me turn that ‘should’ to a ‘will’ and make an action plant.
Principal #2 said,
I realized that disempowered language allowed me to make excuses and
sometimes shift blame. Instead of saying that someone made me feel a certain
way, I change my mindset that I find myself feeling that way when that person
does something I don’t agree with.
Principal #3 said,
When I say the word ‘can’t,’ it makes me seem uncapable. I can’t stay after
school today. I can’t figure out the new online system. I can’t deal with her drama
anymore. I’ve changed ‘can’t’ to ‘choose not to.’ I choose not to stay after school
today. I choose not to figure out the new online system. I choose not to deal with
her drama anymore. I feel more in charge.
Ms. Dixon explained that “Abracadabra” is an Aramaic word that means, “I will create
what has been spoken.” She spoke with the principals about turning words into reality.
When they use disempowered language, their actions often become negative. When they
use empowered language, their actions often become positive.
Essence
All three principals received coaching from their school district as new principals,
but their experiences with coaching was directive. Coaches gave them suggestions, tips,
121

and ideas to become more empowered leaders. The principals had never experienced
executive or transformational coaching. The overarching theme found in this study was
the connection between transformational coaching and self-awareness of each leader.
Self-awareness was then dissected into three categories, self-awareness of core values,
self-awareness of commitments and trust, and self-awareness of language. This can be
seen in Figure 23 below.
Figure 23
Study Themes

Each principal became more aware of how their values directly affect their
thoughts and actions.
Aguilar (2018) said,
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With self-knowledge, you can anticipate moments that might trigger you. Selfknowledge enables you to build stronger relationships with others. With
knowledge of your unique talents, aptitude, and interests, you play to your
strengths and wisely direct your energy. When you’re clear on your values, you
align your skills, time, and energy to your purpose (p. 23).
All three principals indicated that Ms. Dixon helped them explore their core values,
natural talents, and strengths and how those things play a role in their administrative
roles. Aguilar (2021) offered, “Do you see a connection between your triggers and your
core values? Often there’s a tight correlation because when something we really value is
not honored by someone else, it can feel like our values have been trampled on” (p. 7).
The principals admitted that decisions were made at the campus level based on their
relative values without analyzing the role those personal values play in the decisionmaking process. They also admitted that dilemmas that occurred in their buildings
between staff were often a clash of values and not a clash of desired common results.
Goldsmith (2015) noted, “If we’re paying attention, this is how triggers work. The more
aware we are, the less likely any trigger, even in the most mundane circumstances, will
prompt hasty unthinking behavior that leads to undesirable circumstances” (p. 59).
The principals also admitted that they became more informed about what a
commitment is, and the negative affect breaking commitments can have on trust,
relationships, and expectations. At the Novus Global transformational workshop in
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Engelwood, New Jersey, transformation coach Janet Breitenbach (2018), said, “A
commitment is something you are going to do whether everything goes according to plan
or not. Get more done in less time by increasing your integrity.” The three principals
spoke of times when they made a commitment to a staff member but was not able to keep
that commitment. They all stated that they valued integrity, but not keeping a
commitment put their integrity in jeopardy. Aguilar (2013) offered a definition of trust in
her discussion of Stephen M.R. Covey, noting that “He defines trust as the feeling of
confidence we have in another’s character and competence. Character comprises
integrity, which in turn includes how honest we are and how aligned our actions are with
what we say” (p. 77). A commonality between the three principals was that they believe
that keeping commitments, or renegotiating them at an appropriate time, was one of the
things they decided to implement in order to strengthen trust between them and their
staff. Patterson et. al. (2013) explain the effect of breaking a commitment. They argued,
“Accountability issues are almost never contained in the behavior of the offender.
They’re much more likely to be a function of what happens afterward. The errant
behavior [missing the deadline] is not the problem. What follows is” (p. 26).
Lastly, being mindful of language was a sub-theme of this study. The principals
explained that through transformational coaching with Ms. Dixon, they became more
aware of the types of language they use. They discussed the effects of noticing and using
empowered language and the atmosphere it creates when working their staff. Based on
their perspectives, using empowered and future-based language helped the principals
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become more proactive leaders. They discussed that through coaching they’ve came to
the conclusion that words create perception and perception molds reality.
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CHAPTER V
CONCLUSIONS AND RECOMMENDATIONS
This chapter presents the conclusions and recommendations of this qualitative
study. The researcher focused on the perceptions of elementary principals as they
participated in weekly coaching sessions with a coach that bases her practice on the
executive and transformational framework. Each principal participated in eight 45-minute
one-on-one coaching sessions and eight 45-minute group coaching sessions with META
Education, Inc. founder Ms. Lindsey Dixon. Chapter I discussed the significance and
purpose of this study, the research questions, and offered a definition of terminology.
Chapter II included a literature review of the goals, common practices, focuses, methods,
and terms of executive and transformational coaching. Chapter III explained the research
questions, methodology, and analysis used to conduct this qualitative study. Chapter IV
described the common themes found through in vivo and descriptive coding of coaching
sessions and three interviews.
Conclusions
At the final interview, the researcher asked each principal about their overall
experience of participating in transformational coaching. Below are each of their
responses:
Principal #1:
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When reflecting upon my experience with the transformational coach and
accountability team, I feel a large sense of gratitude and joyfulness. This
experience was something that has shaped me as a leader. It opened my eyes to
my personal belief systems and how they affect my work as a professional. The
experience taught me effective ways to become accountable to myself and
provided me with a feeling of success that I may not have found on my own. This
experience fostered my internal drive to become a better leader committed to
continuous improvement. The discussions, self-reflections, and assignments
allowed me to explore, evaluate and adjust my practices to accomplish my goals.
One of the most powerful parts of this experience was the learning that occurred
around language usage. I learned to become a stronger communicator that will
assist me in many aspects of my career. My individual work with the coach
allowed me to be vulnerable in a safe, non-evaluative setting. I was able to
explore what I really wanted and what might both stop me from getting there and
allow me to rise to the occasion. The group work allowed for expansion on topics
addressed individually. I was able to learn from those around me in a positive,
guided setting that fostered growth. This was an amazing experience something I
hope for all educators, something I hope to find a way to continue for my own
development.
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Principal #2:
At first it was a struggle because I have never been a part of something like this. I
was uncomfortable and it was difficult to open up. Once I took the leap and put
my faith into the program, I learned a lot. I definitely noticed shift in my mindset
as we continued on with the coaching sessions. My mindset became more open
and vulnerable with Lindsey and the other principals. I struggle ‘owning’ my
position at times and worry what others may think of me. I am a people pleaser
and worry what others think until I feel comfortable. Once I allowed myself to be
open to feedback, I was able to take everything in, learn, and grow. After seeing
the ‘why’ behind Lindsey's approach, I was eager to apply her knowledge with
my own staff. Absolutely. After coaching sessions with Lindsey, I felt
empowered and confident in my abilities to be a school leader. Through our
sessions, she was able to teach me perception, how to provide feedback, make
commitments, notice my language, become more aware of myself, and to set
expectations with staff in a manner that doesn't feel ‘top down.’ I feel that this
type of coaching is a great way to have tough conversations in a way that allows
people to grow and change together. It allows everyone to have a voice yet strive
for a common goal.
Principal #3:
Throughout the time I had with a transformational coach, I went into it with an
open mind not really knowing what to expect. After the first few sessions, I began
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to realize how much I needed this in my professional and personal life. It felt like
therapy in the best possible way. I didn't ever feel that it was a chore to take part
in the coaching sessions, and I knew that each time I would walk away with tools
to help me help others. I looked forward to it each week. As it progressed, I felt
myself become more and more vulnerable in my own practices. The first few
sessions, I was able to respond with surface answers that I felt the coach wanted
to hear. She quickly caught on to that and pushed me to the edge of my growth
edge. I began speaking with empowered language, started being more vulnerable,
and really leaned into my growth edge as the session progressed. Speaking in
empowered language is an area that I did show growth, and it's also an area that I
can still grow the most. Throughout many of my professional development
opportunities, educational experiences, and coursework, this type of coaching
hasn't been available, yet I think this is something that a new leader could benefit
from the most. I have been a champion and cheerleader for this type of coaching
since beginning this journey. I absolutely think this is an opportunity that should
be at the forefront of educational leadership.
Research Question One: Mindset
Research Question: How do elementary principals experience their awareness of
mindset after participating in a coaching process that is inspired by the executive
coaching framework?
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Transformational coaching suggests that becoming aware of one’s mindset can
help them navigate the decisions they make in all situations. Dweck (2016) stated, “Much
of what you think of as your personality actually grows from ‘mindset.’ Much of what
may be preventing you from fulfilling your potential grows out of it” (iv). Ms. Dixon had
each of the principals participate in activities that pushed them to think about their
thinking.
Positive psychologist Shawn Achor (2010) noted, “A few choice words can alter a
person’s mindset, which in turn can alter their accomplishments” (p. 82). Much of what is
thought but not explicitly said can be revealed by paying close attention to the nuances of
language. Susan Scott (2004) described the power of language through the example that
if one makes purposeful shift from using the word “and” instead of “but” when speaking,
they can shift language toward empowerment. For example, Principal #1 was discussing
a conversation she had with one of her teachers. The teacher sent an email to an upset
parent and asked Principal #1 for feedback. Principal #1 stated, “When I met with that
teacher, I told her, ‘I like what you’ve written here, but the tone seems a little rude and
off-putting.’ She didn’t receive that feedback too well.” Ms. Dixon responded,
To me it looks like the real feedback was that her email was rude. Did you add the
‘I like what you’ve written here’ statement, so you can add cushion to the
feedback? Try adding the word ‘and’ instead of ‘but.’ I like what you’ve written
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here, and the tone seems a little rude and off-putting. How does that land with
you?
Principal #1 replied by stating that by adding the word ‘and’ instead of ‘but’ makes the
feedback more genuine because it eliminates the possible perception that the
complement, “I like what you’ve written here,” was only stated to comfort the teacher
before she received the feedback that she might view as negative. Zaffron and Logan
(2009) argued, “Thinking about cluttered spaces gives us insights into what happens in
situations in which people are bound by knots of language” (p. 42). They continued,
“Before anything new can happen, people need to make space by doing the linguistic
equivalent of clearing out closets” (p. 42).
All three principals indicated that their mindset became more positive and
empowering as the coaching sessions progressed. Principal #3 said, “A huge takeaway
from coaching was wrapping my mind around the idea that we often use language to con
ourselves and others. Language affects how I think. How I think affects how I act.” He
elaborated by stating that when he has interactions with his staff, students, and families,
he keeps in mind, “How do I want these people think, act, and feel, before, during, and
after their interaction with me?” Being conscience of using language that is both
empowering and that fosters a growth mindset enables people to occupy situations of
endless possibilities. Byron Katie (2002) noted, “We’re often quite sure about what other
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people need to do, how they should live, whom they should be with. We have 20/20
vision about other people, but not about ourselves” (p. 12).
Principal #2 recalled, “I didn’t even realize that I had a fixed mindset in some
situations until Lindsey called me forward about some of the language I was using during
our coaching calls.” She provided the example, “I told Lindsey that I had to meet with a
teacher that was on a performance plan. She told me to notice that I used the words ‘had
to,’ and it seems like a burden.” Principal #2 continued to explain that she was not
looking forward to the meeting, but as the instructional leader of the campus, she should
have looked at that meeting as an opportunity to either “coach that teacher up or out.”
She said, “I should have said that I get to meet with that teacher.” She provided more
detail by stating that changing “have to” to “get to” shifted her mindset from
disempowered to empowered. She was originally dreading the meeting, but she then
thought of the meeting as an opportunity. Zaffron and Logan (2009) discussed in The
Three Laws of Performance that the way in which a situation occurs to people and their
mindset around that situation are rooted in the language they use. Ms. Dixon was able to
invite Principal #2 to notice her language and analyze her mindset about her situation.
During the sixth group coaching call, Principal #3 asked Ms. Dixon and the other
principals how they responded to teachers who want to air their complaints. He told the
story of a paraprofessional who went to his office on many Friday afternoons to air
various complaints. Principal #1 said, “I have a few of those teachers too. I try to listen to
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what they have to say, but sometimes it is hard.” Principal #2 replied, “Don’t we all have
a few of those?” Achor’s (2010) research on success and performance stated that many
people who have developed a habit of complaining are not usually trying to be difficult,
but that over years of unconscious practice they have trained their brain to always scan
their environment for the negatives. Society reinforces this practice by consistently
focusing on the gaps of workplace culture, problems that need solving, and injustices that
need correcting (Achor, 2010).
Ms. Dixon provided the principals with a few considerations: “First of all, inside
of every complaint is a vision. I challenge you all to dig a little deeper in these
conversations and get clarity on what their vision is.” Ms. Dixon elaborated, “Once you
have established their vision, capture their commitments to help them reach their vision.
They will either follow through or not want to put in the effort.” Instead of viewing the
conversations as meaningless complaints, Ms. Dixon encouraged the principals to turn
insight into action. They could potentially turn what they viewed as a chronic complainer
into a problem solver for their campus. Principal #3 said, “The hardest part about all of
this is to continually challenge my own thinking, but it’s becoming less of a task and
more of a habit the more I practice.”
Research Question Two: “Being”
How do elementary principals perceive their “being” after participating in a
coaching process is inspired by the executive coaching framework?
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Because the coaching activities between Ms. Dixon and the three principals
inspired shifts and changes in their mindsets, it eventually began to manifest in their
beings. During many of the coaching sessions, the principals and Ms. Dixon spoke about
values and identities. Ms. Dixon asked the principals to think of a situation when their
actions did not correlate to their identities. She asked the principals, “When have you
thought to yourself, ‘That wasn’t me’ or ‘That wasn’t enough of me’ or ‘I failed to show
up.’ Can you think of a time when you thought one of those things?” She went on to
explain that when people want to work on themselves, they often look for positive traits
to add to their personality. According to Ms. Dixon, the most impactful work comes from
getting rid of the traits that do not marry well with your “being.”
To further study their behavior, beliefs, and “being,” Ms. Dixon had each
principal participate in an activity called the “Do-Know-Be Tree.” Each principal
sketched a tree on a sheet of paper that included roots, trunk, branches, and leaves. The
roots of the trees were labeled as “Be.” This section focused on self-discovery about
beliefs. This was where the principals added things they were passionate about, their core
values, their perceived natural strengths and gaps, personality traits, their Meyers-Briggs
Survey results, and beliefs. As Aguilar (2021) noted, “Core values are foundational
pillars that form our ways of being, our beliefs, and our behaviors. By identifying those
values, we form a much deeper understanding if how they show up in the three Bs and
beyond” (p. 4).
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The trunk of the tree was labeled the “Know.” This section was where each of the
principals put their experiences that were grounded in what they saw in their roots system
that provided them with knowledge and fueled their fire and passion to move forward.
They were encouraged to list inspirational books and video they had seen, classes and
trainings they took, school and degrees, work and travel experiences, and general life
experiences in the “Know” section of the tree.
The branches and leaves of the tree was labeled “Do.” This section was completed
throughout the coaching process. They established connections between who the
principals perceived they were (Be) and their experiences (Know) to build the “Do”
section of the tree. This section included each of the principal’s vision, their goals and
commitment, their rhythms and routines, and the people they decided to surround
themselves with. Figure 24 illustrates the “DoKnowBe Tree” model that Ms. Dixon used
to help the principals create their trees. It was developed by the “Leading by Design”
blog author Rodger Price (2015).
Figure 24
Do-Know-Be Tree
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All three principals indicated that receiving coaching through the “Do,
Know, Be Tree” helped them make connections between their beliefs, actions, and
“being.” Principal #1 stated in her final interview, “Ms. Dixon challenged me to take a
pause between my thoughts and my actions so I can think about my thoughts. I frequently
began to ask myself, ‘Is what I am about to do next reflect who I want to be?’ I began to
feel empowered.” Ms. Dixon explained that transformational coaching highlights client’s
behaviors, beliefs, and ways of being. By doing this, the client can analyze those three
components and ask themselves, “Is this how I want to show up in this situation?”
Aguilar (2021) stated, “Addressing only behaviors without surfacing, evaluating, and
shifting the underlying beliefs and ways of being will not result in transformational or
even in sustained change” (p. xxiv).
Principal #2 noted that she began to constantly think about her body language, the
ways she expressed emotion, and the way she communicated with her friends, family,
and staff. She wanted to ensure that people were experiencing her in a positive and
proactive manner. She stated, “I started to intentionally focus on my way of being so
often. It became such a habit that I stopped focusing on it because it eventually became
my being.” All three principals stated that they felt like they became different leaders
because of their coaching sessions with Ms. Dixon.
Every Thursday, all three principals met with Ms. Dixon for a cohort coaching
session. During the seventh cohort coaching session, Principal #3 talked about how he
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would show up with students who have elevated emotions. He said that he believed that
one of his strengths as a leader was how well he could handle stressful situations. He
said, “I rarely let me emotions get the best of me. Rather a student is crying, or
screaming, or angry—I remain pretty even keel. I hardly ever raise my voice or let them
know that I am frustrated.” He continued to explain to Ms. Dixon and Principal #1 and
Principal #2 that through coaching he realized the way he showed up in those situations
may not have always been the most effective. He stated,
I came to better understand that some students, and even my staff, may need to
see a reaction out of me. They might need to see me empathize a little more, and I
can show that empathy by showing up differently for different people. I just have
to know them well enough to know how to show up for them.
In her book Loving What Is, Byron Katie (2002) discussed the idea of inquiry. She said
that to inquire is the same as to investigate, and consistently inquiring about our thoughts,
beliefs, and emotions can help create the “being” that is desired. Katie stated, “Inquiry is
more than a technique: It brings to life, from deep within us, an innate aspect of our
being” (p. 9). She continued, “This internal partnership leaves you free to live as a kind,
fluid, fearless, amused listener, a student of yourself, and a friend who can be trusted not
to resent, criticize, or hold a grudge” (p. 9).
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Research Question Three: Commitment to the Profession
How do elementary principals experience the connection between the coaching
process that is inspired by the executive framework and their commitment to the
profession?
All three principals were in their first two years of principalship, and they each
accepted their new roles without previously acquiring their North Dakota Principal
Certification. They all took classes to obtain their certification while simultaneously
starting their career in administration. This reveals a level inferred commitments that
each principal had for the field of education. They decided to take on leadership roles and
invest the time and financial resources needed to ensure they were qualified for their
perspective roles.
Principal #1 revealed, “I don’t believe my level of commitment has changed, but
the way I commit has definitely transformed. I feel more empowered. I feel more
proactive. I feel unstoppable.” Principal #1 explained how Ms. Dixon helped her
conclude that she is a “Rescuer.” She said that teachers would come to her with issues
and her immediate response was to solve the problem for them. Below is a graphic of
“The Karpman Drama Triangle” (Figure 25). Stanier (2016) explained that no one is
inherently a rescuer, persecutor, or a victim. People bounce around between these roles
when they find themselves in uncomfortable situations or situations without an
immediate remedy (Stanier, 2016, p. 138). Principal #1’s default was rescuer.
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Figure 25
The Karman Drama Triangle

Principal #1 said, “I’ve used some of the coaching techniques Lindsey has used
with me with my principals. Lately, I have been way more invested in the development of
my staff for them to problem solve on their own.” She indicated that the coaching
sessions helped her to commit to her role as a school leader differently than she had
before. Transformational coaching has assisted her in identifying her natural strengths
and areas that she perceived as gaps. Bloom, Castagna, Warren, and Moir (2005) stated,
“The coach’s main role deals with expanding the ability to see contexts, rather than
supplying content. The person being coached then sees new ways to utilize existing
skills” (p. 4).
Principal #2 commented on her commitment to her job. She said, “How I commit
everyday looks differently than what it used to. Always being curious instead of making
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assumptions is one way I’ve committed in a different way.” Patterson, et. al (2013) noted,
“Admitting that a problem might stem from several different sources will change our
whole approach. We move from judge, jury, and executioner to curious participant” (p.
61). Transformational and executive coaching focuses on questions rather than
statements. The primary object of this coaching framework is to help clients come to their
own conclusions rather than offering advice or suggestions. Aguilar (2013) noted that
“Beliefs change when we’re confronted with data that doesn’t fit what we believe—when
we experience what’s called cognitive dissonance—and when that confrontation happens
within a trusting relationship” (p. 65).
Stone and Heen (2014) explained that the perception of yourself may differ from
the perception someone else has of you. In their book Thanks for the Feedback, they
include a chart that describes how the same action can be perceived in many ways
depending on perspective (Figure 26) (Stone and Heen, 2014, p. 93).

Figure 26
How I See Me vs How You See Me
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Someone who values making decisions on a whim may view themselves as spontaneous,
but an onlooker may perceive them as flaky. Someone might think of themselves as
social and outgoing, but someone might view that same person as overbearing and
annoying. Instead of keeping those thoughts confined, it is important to explore those
ideas and the potential effects they may have on the impact of their leadership.
Principal #2 committed to investigating circumstances and situations before
jumping to conclusions: “I’ve stopped assuming that a teacher is being irresponsible or a
student is being unkind. I’ve become more comfortable with being wrong about my
initial thoughts and seeking clarity before forming an opinion.”
Principal #3 said, “I’ve been always committed to education, to my staff, to the
students. But that is so broad. Creating a vision and action steps towards that vision gave
me something specific and concrete to be committed to.” He explained in his final
interview that there had been times when he felt disconnected, unmotivated, or insecure.
The most effective way for him to reenergize himself was to revisit his vision.
Aguilar (2013) describes the power of creating a vision: “A vision statement
focuses, empowers, and guides those who work at a school. When I question why I’m
doing what I’m doing, I return to my vision” (p. 29). Principal #3 added that his
motivations became more transparent because all the decisions he made always were
always in the context of the vision he created for his campus. He found himself
reprioritizing some his commitments and refocusing his efforts toward commitments that
had a greater positive effect on his vision. The illustration below (Figure 27) shows the
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thought process Principal #3 described when a staff member or student make a request of
him.
Figure 27
Request Denial or Approval

Once a request was made and clarifying questions were asked, Principal #3 would ask
himself, “Does this request take our school closer to our vision (#PRIDEofPassions)?” If
the answer was “yes,” he would approve the request. If the answer was “no,” he would
deny the request because it did not serve in the most effective interest of the school.
Synthesis
The three principals indicated that they have never received this type of coaching
before, and they feel that they have benefitted from the guidance of Ms. Dixon. They
were challenged to look at situations from different perspectives. They were challenged
to analyze their values and biases to evaluate how they influence their decisions. They
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were challenged to pay close attention to their language and its potential impact on
perceptions culture.
The principals agreed that administrators and teachers would benefit from
executive and transformational coaching. After watching the coaching sessions between
Ms. Dixon and the principals, I realized that there are many characteristics of
transformational coaching that can be implemented in segments and could work
independently from each other. Identifying core values and their impact on decisions, the
connection between integrity and commitments, empowered vs disempowered language,
developing a #vision statement, creating goals and commitments towards a vision,
exploring perceptions and reality illusions, providing meaningful feedback, and radical
candor can be professional development or individual coaching sessions that could be
implemented independent of each other.
Transformational end executive coaching focuses on questioning rather than
providing suggestions. Clients are encouraged to develop and arrive to their own
conclusions and create commitments based on their goals. Feedback is only given with
permission from the client and should only be provided within the context of the client’s
vision. Clients are likely to be more receptive to this coaching style because
transformational coaching challenges each client to explore what they are capable of.
Recommendations
The conclusions drawn from this research yielded one overarching theme, selfawareness, and three categories that make up that theme: values, language, and the
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relationship between commitments & trust. The three categories of this study support two
recommendations: to implement transformational/executive coaching practices in the PK12 setting and to add transformational/executive coaching studies in higher education
teacher preparation programs.
Coaching in PK-12
In an era of high-stakes accountability with a primary focus on school
improvement and effectiveness, there is little attention given to the emotional resilience
of school leadership personnel (Brennan & Ruairc, 2011, p. 145). Brennan and Ruairc
elaborate,
The quality of staff relationships and the emotional climate of schools influences
and shapes the emotional experience of principals, impacting their actions and
decisions, which in turn affect the quality of relationships, the emotional climate
of schools and the emotional experience of principals. (p. 145)
All of the principal participants in this study believed overwhelmingly that participating
in the eight-week coaching sessions influenced their performance as school leaders
because the coaching conversations were centered on resilience and awareness. Principal
#1 said, “Even though coaching is over, I’ve talked to Principal #2 and Principal #3 about
ways to continue. I don’t want to give this up. I’ve learned more about being a leader in
eight weeks than I did in all of grad school.”
Many mentors and coaches for school administrators or leaders follow the
directive coaching framework. In this coaching style, the coach is usually an expert in
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their field, and they share their expertise by providing resources, modeling strategies, and
giving suggestions (Aguilar, 2013). Transformative and executive coaching, on the other
hand, adheres to the philosophy that all the answers lie within the clients, and through the
process of inquiry, empowering answers to their own questions will surface. The topics
covered during the coaching sessions between Ms. Dixon and the three principals were
values, personality, learning styles, rhythms, vision casting, goals, commitments,
perception, trust, vulnerability, influence, language, feedback, resiliency, time
management, and curiosity. The three principals agreed that the characteristics addressed
during their coaching sessions had positive, lasting effects on their leadership.
There are distinguishing characteristics between coaching for performance and
coaching for development. Directive coaching employs coaching for performance, aimed
at “Addressing and fixing a specific problem or challenge” (Stanier, 2016, p. 40).
Transformational and executive coaching highlights the potential for coaching to impact
development by “Turning the focus from the issue to the person dealing with the issue,
the person managing the fire” (Stanier, 2016, p. 40). Problems can be sorted out, or they
can easily be repeated and become a pattern. Coaching allows people to improve, learn,
and grow.
Throughout the coaching sessions, each of the principals indicated that they were
not able to serve their staff and students in the most empowering ways before coaching
because they were not fully aware of their emotions, mindset, and perceptions. Much of
their time was spent redirecting student behavior, leading administrative meetings, and
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attending to the clerical duties associated with principalship. The findings from this
research and the feedback from each of the principal’s experience indicated that if
schools implemented transformational coaching practices, they would likely see
improvements in school culture.
Principal #2 stated in her second interview,
My college coursework included topics like legal issues, policy, program
evaluation, finance, and educational facilities. Those are important topics, but
learning about myself—why I think the way I think, why I do the things I do, my
mindset—has been extremely impactful.
Aguilar (2018) supported transformational coaching in schools when she argued that
understanding emotions, having strategies to respond to them, and refining metacognition
are ways to cultivate resilience. Jaggard (2022) described the power of resiliency:
Growing in resiliency requires developing the habit of strategically making parts
of your life harder on purpose so you can grow the mental muscles to overcome
the obstacles you decide to put in your own path. This is what makes coaching
such a powerful resource in growing in resiliency or creating resilient teams. (p.
2)
“Emotional exhaustion has been described as a feeling of fatigue when emotional
resources are depleted, and teachers may be unable to physically and emotionally provide
for students” (p. 510). Implementing transformational coaching practices in PK-12
schools offers significant potential impacts on emotional resilience and the related issue
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of teacher burnout. Districts could hire coaches to work specifically with school leaders,
and those leaders could take what they learn from the transformational coach and use
those strategies in their buildings much like the three principals did in this study.
Tsang, Du, and Teng (2022) concluded in their study “Transformational
Leadership, Techer Burnout, and Psychological Empowerment” that “Psychological
empowerment, as manifests in meaningfulness, self-determination, and competence,
significantly mediated the transformational leadership-teacher burnout relationship” (p.
2). They noted in their findings that the burnout rate of educational personnel was
alleviated through a transformational style of coaching (Tsang et al., 2022).
Coaching in Teacher Preparation Programs
Many teacher preparation programs require classes such as Child Development,
Child and Adolescent Psychology, Understanding Individual with Different Abilities,
Human Relations and Cultural Diversity, and Social and Emotional Guidance. These
courses, and others like them, have a primary focus on characteristics of the learner.
There are few courses, if any, that implement an intrapersonal analysis of the teacher.
“Teachers are responsible for the increasingly complex task of preparing diverse student
for a dynamic world that requires creative, reflective, and critical thinkers” (Green, Eady,
& Anderson, 2018, p. 104). Before teachers can teach their students to be creative,
reflective, and critical thinkers, teachers need to have the tools to support their abilities to
be creative, reflective, and critical thinkers. Implementing targeted courses in higher
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education teacher preparation programs can assist pre-service teachers in strengthening
those very skills.
Teacher preparation programs often offer classes that teach about different
classroom managements strategies. Those courses explore procedures and routines,
student motivation, rewards and consequences, creating and maintaining rules, and
proactive strategies for preventive classroom disruptions. Certain student behaviors can
be indirect triggers for some teachers. “Triggers are stimuli that immediately and
obviously impact behavior. Indirect triggers take a more circuitous route before
influencing behavior” (Goldsmith & Reiter, 2015, pp. 44-45). Indirect triggers are
automatic responses that happen without conscious thought.
Transformational and executive coaching explores how core values have a direct
link with triggers. If teacher preparation programs had components of the values and
triggers relationship that is encompassed in transformational coaching, preservice
teachers may be more prepared to structure classroom management techniques based on a
combination of research informed practices and intrapersonal analysis.
Teacher preparation programs that are accredited by the Council for the
Accreditation of Educator Preparation (CAEP) organization follow ten standards created
by the Interstate Teacher Assessment and Support Consortium (InTASC). According to
the Mayville State University Teacher Education Handbook (2021),
The InTASC model core teaching standards outline what teachers should know
and be able to do to ensure every PK- 12 student reaches the goal of being ready
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to enter college or the workforce in today’s world. These standards outline the
common principles and foundations of teaching practice that cut across all subject
areas and grade levels and that are necessary to improve student achievement. (p.
10)
Specifically, InTASC Standard #10 is: “The teacher seeks appropriate leadership roles
and opportunities to take responsibility for student learning, to collaborate with learners,
families, colleagues, other school professionals, and community members to ensure
learner growth, and to advance the profession” (Mayville State University, 2021, p. 10).
According to InTASC standard #10, teacher preparation programs must teach and assess
a preservice teacher’s ability to collaborate with stakeholders. The collaboration between
teachers and other stakeholders is crucial, and one toxic or misunderstood interaction
could be detrimental to a relationship.
Transformational and executive coaching specifically targets the client’s ability to
enter conversations with mindfulness and a mentality that encompasses curiosity. Byron
(2002) explained that when people are interacting with each other and they feel anger,
fear, embarrassment, or annoyance, they think that the facts of the situation are causing
them to feel that way when it could be the interpretation of the facts that are causing their
emotional reaction. Transformational and executive coaching helps clients talk through
collaborative situations that may otherwise seem unproductive because negative feelings
act as an obstacle to identifying the trigger and sorting out their interpretation of the
situation.
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Killion, Bryan, and Clifton (2020) stated, “Coaching programs are most
successful when school and district leaders are clear about two things: 1) the intended
outcome of the program and 2) the roles and responsibilities of coaches to meet program
goals” (p. 66). They encouraged those hiring coaches to consider the following questions
(Figure 28):
Answer these questions before hiring a coach
• How is the position of the coach described?
What roles are coaches expected to serve? What
are they required to know and be able to do to be
successful?
• Who is responsible for hiring coaches?
• Who will determine the placement of coaches of
the principals of schools in which the coaches
will work do not hire coaches or if coaches will
work in multiple schools?
• What are the primary criteria for selecting
coaches? How will those criteria be applied
equitable across schools?
• How will those who hire coaches learn what
coaches are expected to know and be able to do
in order to hire the best candidate?
• How will schools’ unique characteristics or
conditions be considered when hiring and
placing coaches?
• Will the district prescreen candidates for
coaching positions or create a pool of qualified
candidates who are prepared to fill vacancies
when they emerge?
• Will there be a limit on the tenure of a coach?
Figure 28 (Killion et al., 2020, p. 66)
There is much to consider when contemplating the implementation of a new
coaching program in a school. School districts should begin by examining their current
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coaching practices and considering transformational or executive coaching as a
supplement or a replacement to their current program.
Next Directions
This study focused on the impact of executive and transformational coaching on
administrators, but I believe that there are many elements of these coaching styles that
may also have an impact on other K12 staff. Future research would include the
perceptions of teachers as they participate in a similar coaching style.
There has been a push for mental health and social & emotional guidance for
students in K12 schools. Teachers and other professional staff members could also use
mentorship and coaching to manage their mental health. My aspirations are to present
professional development to campuses across the United States. Components of
transformational coaching could be implemented in isolated sessions. I would like to
utilize the research gathered from this study and create standalone professional
development opportunities for teachers, administrators, and support staff.
Some of the potential professional development topics that focus on faculty
mental health that are inspired by transformational coaching could be:
•

Perceptions: Investigating Reality Illusions

•

How do my Core Values Shape my Lens of Reality?

•

What’s my Motivation? Crafting a Vision and Making Commitments
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The data that was gathered from this study has the potential to greatly impact the mindset
of educators and help them with feelings of burnout, disempowerment, moral fatigue, and
stress.
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Appendix D
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Appendix E
Interview Questions

Initial Interview Questions:
1. Will you please describe your current mindset in terms of your commitment to
your role as a principal.
2. You have not started the coaching process yet. In as much detail as possible,
describe your feelings about participating in the executive coaching process.
3. What are your desired outcomes from participating in the executive coaching
process?
4. Can you describe the culture at your school?
Because this study was based on Maxwell’s flexible qualitative design (2013), the
questions for the second and final interview were reflectively developed and based on the
interviews that occurred prior. The following questions were posed to each principal
during the second interview.
Interview Questions Asked After the Fourth Coaching Session
Principal #1
4. You’ve worked with Ms. Dixon to create a vision for your campus. Will
you please describe any progress you’ve made towards your vision?
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5. Can you please compare your feelings towards coaching before you
started to how you feel about coaching now?
6. Can you describe your current mindset in terms of your commitment to
your role as an administrator?
Principal #2
4. You’ve worked with Ms. Dixon to create a vision for your campus. Will
you please describe any progress you’ve made towards your vision?
5. Will you please talk about the current culture of your school?
6. Can you please compare your mindset before you started coaching and
your current mindset?
Principal #3
4. You’ve worked with Ms. Dixon to create a vision for your campus. Will
you please describe any progress you’ve made towards your vision?
5. What are your current feelings towards transformational coaching?
6. Have you noticed any relationship between your mindset and your
coaching sessions?
The following questions were asked of each principal during the final interview.
Interview Questions Asked After the Last Coaching Session
Principal #1

161

4. Will you please talk about the goals you’ve created for your campus and
your progress towards those goals?
5. Please discuss your coaching sessions around trust and commitments.
6. Please describe your overall experience of the transformational coaching
process.
Principal #2
4. Will you please talk about the current culture of your school?
5. Will you please discuss the current culture of your school?
6. Please describe your overall experience of the transformational coaching
process.
Principal #3
4. Please discuss your coaching sessions with Ms. Dixon that involved trust
and commitments.
5. Please discuss your current progress towards the goals you created with
Ms. Dixon.
6. Please describe your overall experience of the transformational coaching
process.
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